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Abstract 
Relationships Among Autonomy, Job Satisfaction, and the Intention 
to Leave Teaching: A Study of Elementary Classroom Teachers 
May, 1988 
Michael Lee Muffs, B.A., University of Rhode Island 
M.A., University of Rhode Island 
M. Ed., Providence College 
CAGS, Bridgewater State College 
Ed. D., University of Massachusetts 
Directed by: Professor David E. Day 
This study focused on teacher perception and desire for autonomy 
in the workplace. The purpose of this study was to probe the 
attitudes of elementary teachers with respect to teacher autonomy, 
perceived and desired, and its relation to job satisfaction. It was 
also the purpose of this study to probe the attitudes of dissatisfied 
elementary teachers as to the nature and degree of their 
dissatisfaction. 
Specifically, the study was to answer the following research 
questions: (1) To what degree do elementary teachers perceive they 
have autonomy in their work, as measured on the Perceived Teacher 
Autonomy Scale (PTAS), (2) To what degree do elementary teachers 
desire autonomy in their work, as measured on the Desired Teacher 
Autonomy Scale (DTAS), (3) To what degree is there discrepancy between 
the perceived and desired degree of autonomy afforded elementary 
teachers in their work, as measured by the difference between scores 
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on the Perceived Teacher Autonomy Scale and Desired Teacher Autonomy 
Scsle, (4) What is the likelihood that elementary teachers who 
perceive low autonomy, but desire high autonomy, will experience low 
job satisfaction in their work as measured on the Job Satisfaction 
Scale (JSS), and (5) Is there a greater likelihood that elementary 
teachers who perceive low autonomy, desire high autonomy, and have law 
job satisfaction, will be planning to leave the teaching profession 
than teachers who have lower desire for autonomy and greater job 
satisfaction? 
Teachers were sent an initial questionnaire which measured their 
levels of autonomy, perceived and desired, job satisfaction, and their 
intentions to remain in teaching. Out of the 131 teachers sent the 
questionnaire 91 responded. The SPSSX package for the Social Sciences 
was used for analysis. Frcm the analysis, 10 teachers were selected 
to be interviewed to determine the nature and degree of their 
dissatisfaction. 
Results frcm the initial questionnaire indicated that teachers 
who perceived lew autonomy but desired high autonomy were less 
satisfied with their work than other teachers. In addition, these 
teachers indicated a greater likelihood of defection frcm teaching. 
The follow-up interviews with these teachers further indicated the 
areas of autonomy they were most concerned 'with were input into the 
decision making process that arfacts their classroom instruction and 
teacher evaluation as it relates to their professional development. 
Data gathered in this study clearly show the desire of teachers to 
have greater autonomy in their work. Such a lack of autonomy 
increased the likelihood of teacher defection. The findings can be 
helpful for administrators who must deal with issues related to 
teacher autonomy job satisfaction, and defection. In particular, the 
findings have strong implications for organizational and staff 
development. 
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Chapter I 
INTRODUCTION 
Recent studies have taken a close and revealing look at the state of 
teacher morale. They have uncovered ample evidence to support the 
contention that elementary teachers may not be afforded enough autonomy 
in their work to meet their needs as professional educators 
(Darling-Hanrnond, 1983; Laskey & Galloway, 1983; Schlechty & Vance, 
1983; Darling-Hammond, 1985). The evidence further suggests that such 
lack of autonomy is related to low job satisfaction and the subsequent 
loss of desire to remain in the teaching profession. This study will 
address the relationship between autonomy, job satisfaction, and teacher 
defection. 
Research into teacher autonomy, job satisfaction, and teacher 
defection has increased dramatically in response to deepening concern. 
Early studies done by Maslow (1954), Herzberg (1959), Porter (1963), 
Carver & Sergiovanni (1971), Trusty & Sergiovanni (1966), and Hinrichs 
(1974) consistently suggest a correlation between job satisfaction and 
the degree to which workers perceive that their needs are fulfilled 
through work. Follow-up studies done by the United States Department of 
Health, Education, and Welfare found that what workers want most, as 
more than 100 studies in the past 20 years show, is to become masters of 
their imnediate environments and to feel that they and their work are 
important (United States Department of Health, Education, and Welfare 
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1973). Armstrong (1977) provided further evidence that teachers 'who are 
granted little autonomy suffer the loss of a crucial job component which 
eventually may lead to their job dissatisfaction. More recent studies 
by Frances & Libras (1982) and Sweeny (1981) have continued to suggest a 
relationship between job satisfaction (still termed "needs fulfillment" 
in the workplace) and the degree of autonomy afforded teachers. 
Research done by Boffey (1985) and Walters & Glenn (1986) continue to 
cite the absence of teacher autonomy and the lack of needs fulfillment 
as factors contributing to low job satisfaction. These studies also 
indicate that lack of autonomy coupled with low job satisfaction may 
culminate in teachers' leaving the profession. 
Elementary teachers have been identified as one group of workers 
affected by the relationship between lack of autonomy in the workplace 
and low job satisfaction. Darling-Hammond (1984) and Pickle (1985) 
emphasize the need to address the issues and take whatever measures are 
necessary to cure those ills of the teaching profession that have been 
ignored through the years. They call for additional research to explore 
the relationship between autonomy and job satisfaction and the effect of 
that relationship on teacher defection. 
Statement of the Problem 
The literature suggests that elementary teachers perceive that they 
are afforded insufficient autonony in their work to meet their needs as 
professional educators. The literature further indicates that such lack 
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of autonomy may be related to low job satisfaction. The vast majority of 
research has thus traced the difficulty in keeping teachers to these two 
sources; it has not, however, focused directly upon autonomy and job 
satisfaction as the key relationship that might te causally related to 
teacher defection. This study will examine the way autonomy and job 
satisfaction are connected to elementary teacher defection. 
Teacher Autonomy 
This study concerned itself with two aspects of autonomy among 
elementary teachers, the autonomy they perceived and the autonomy they 
desired. Perceived autonomy was defined as the freedom teachers felt 
they had (1) to make judgments which affected their work such as those 
involving curriculum decisions, teaching strategies, student placements, 
and peer-reviewed standards of practice, and (2) to develop their 
professional expertise and apply it in their work (Darling-Hammond, 
1984; Laskey & Galloway, 1983; Samuels, 1970; Schlechty & Vance, 
1983). Teacher responses in this study showed that they perceived these 
areas differently, for example, some elementary teachers perceived that 
they had sufficient autonomy concerning student placements, but very 
little in determining curricula and other matters. Past research 
supports the idea that teachers perceive their autonomy as limited and 
inconsistent. They feel they have authority over students, but often 
perceive that they lack authority over school environments and even over 
their professional roles (Kreis & Brockopp, 1986). According to Bowles 
and Ginitis (1976), schools are replications of workplaces with control 
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organized solely along vertical lines. Teachers mainly base their 
perceptions of autonomy on those elements specifically affecting the 
work environment of their classrooms. They may desire, however, a 
degree of autonomy that is great enough to influence other areas of the 
school environment as well. The literature suggests that there will be 
little motivation for elementary teachers to continue in their work 
unless they perceive that they are free to make continuous and 
increasing contributions in areas beyond their classrooms such as in 
formulating school-wide and system-wide policies and procedures 
(Rosenholtz, 1985). 
Perceived autonomy, or, in other terms, the control, influence, 
participation, and authority that teachers feel they have in their work 
environment, may be the key to teacher job satisfaction (Porter, 1967; 
Laskey & Galloway, 1983; Darling-Hammond, 1984; Schlechty & Vance, 
i 
1983). The literature also indicates that the degree of this perceived 
autonomy correlates with the level of job satisfaction felt by teachers. 
Chapman and Green (1984) found, however, that the empirical research has 
been characterized by inconsistent and, at times, contradictory findings 
concerning the ramifications of such a relationship. They suggest that a 
major reason for this contradiction is that the models used to explain 
teachers1 perceptions of autonomy and the relationship of those 
perceptions to job satisfaction do not go far enough; they stop short of 
identifying the consequences of teachers' perception of workplace 
* ► 
autonomy. 
Chapman & Green (1984) also suggest that an evaluation of desired 
teacher autonomy be made an integral part of any examination of the 
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effects of lack of autonomy on job satisfaction and teacher defection. 
Desired teacher autonomy is defined as the degree of freedom teachers 
want to make the decisions they feel are important to themselves and 
their work environment (Boffey, 1985). This desire can focus upon 
teachers' autonomy within their classrooms, or refer to a more general 
influence on an entire school or school system. Teachers also would 
like to be allowed to establish priorities and engage in critical 
analysis of professional issues without fear of reprisal by supervisors 
or colleagues. Fear of reprisal may be one cause of discrepancy between 
teachers' perceived and desired levels of autonomy. 
A major concern of this study is the magnitude of difference 
between elementary teachers' perceived and desired levels of autonomy 
and the relationship of this discrepancy to job satisfaction. Measures 
of discrepancy have been found to be significant as they relate to job 
satisfaction (Chapman & Lowther, 1982; Edmunds, 1982; Sweeney, 
1981; Weller, 1982). These studies further indicate that discrepancies 
could be reduced if supervisors or colleagues interfered less with 
teachers' decisions and authority. There also is a need to investigate 
more fully the findings of these studies by examining the consequences 
in terms of teachers' careers. 
Job Satisfaction 
Research findings have suggested that many teachers do not believe 
their jobs provide them with as much needs fulfillment as they want 
(Carver & Sergiovanni, 1971; Frances & Libras, 1982; Sergiovanni & 
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Starrett, 1983, Darling-Hainmond, 1985; Farber, 1981; Lester, 1987). 
Th® discrepancy between the amount of need fulfillment teachers desire 
and their perception of the amount they receive from their jobs has been 
correlated with their level of job satisfaction (Sweeney, 1981). 
Schmidt (1980) suggests that the complexity of today's educational 
systems limits the opportunities of teachers to achieve job satisfaction 
due, primarily, to the lack of autonomy afforded them in their work. 
Kreis and Brockopp (1986) more recently amplified this concept, but 
warned that there is little empirical evidence available concerning the 
effects of a lack of autonomy for teachers. 
Fulfillment of a worker's [teacher's] need for autonomy has 
been repeatedly labelled as an important step toward job 
satisfaction. Yet, the influence of an individual's 
perception of the degree of job-related autonomy experienced 
on the amount of satisfaction he or she reports has had 
little,if any, examination (p. 110). 
The literature suggests that there are relationships between job 
satisfaction and varying degrees of autonomy. There is, however, little 
information concerning effective incentive policies that might provide 
solutions to problems that emerge from discrepancies between the two 
(Johnson, 1986). Clearly, there is a growing need to create a more 
exact measure of job satisfaction, one that can be applied in an 
educational setting and that might show the effects upon teachers of 
varying degrees of job satisfaction (Lester, 1987). 
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Purpose of the Study 
There is evidence that teachers regard autonomy as a primary 
motivator in their work. There is also evidence that the degree of 
autonomy perceived and desired by teachers correlates with their level 
of job satisfaction. What is not conclusive are (1) the amounts of 
autonomy teachers are afforded and desire in their work, (2) the effects 
on teacher job satisfaction when a discrepancy exists between the 
afforded autonomy and the autonomy desired and, (3) the effects that 
this discrepancy has, when coupled with possible low job satisfaction, 
upon teacher defection. 
The purpose of this study was to probe the attitudes of elementary 
teachers with respect to teacher autonomy, perceived and desired, and 
" i v 
its relation to job satisfaction. It was also the purpose of this study 
to probe the attitudes of dissatisfied elementary teachers as to the 
degree and nature of their dissatisfaction. 
Research Questions 
A series of research questions focus upon teacher autonomy, j ob 
satisfaction, and teacher defection. 
1. To what degree do elementary teachers perceive they have autonomy 
in their work, as measured on the Perceived Teacher Autonomy Scale 
(PTAS)? 
2. To what degree do elementary teachers desire autonomy in their 
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work, as measured on the Desired Teacher Autonomy Scale ( OTAS)? 
3. To what degree is there discrepancy between the perceived and 
desired degree of autonomy afforded elementary teachers in their work, 
as measured by the difference between scores on the Perceived Teacher 
Autonomy Scale and Desired Teacher Autonomy Scale? 
4. What is the likelihood that elementary teachers who perceive low 
autonomy, but desire high autonomy, will experience low job satisfaction 
in their work as measured on the Job Satisfaction Scale (JSS)? 
5. Will elementary teachers who perceive low autonomy, desire high 
autonomy, and have low job satisfaction, be more likely to be planning 
to leave the teaching profession than teachers who have lower desire for 
autonomy and greater job satisfaction? 
Definitions of Terms 
i V 
The following terms were defined in the study as follows: 
Perceived autonomy: the degree of independence teachers believe that 
they have to perform their jobs 
Elements of teacher autonomy: freedom of teachers to make decisions 
about curriculum, student placements, promotions, program designs, and 
peer-reviewed standards of practice, and the freedom to develop skills 
in areas of interest that may be applied to their work (Darling-Hammond, 
1984; Laskey & Galloway, 1983; Schlechty & Vance, 1983; Boffey, 1985) 
Desired autonomy: the amount of independence teachers want in their work 
Elementary teacher: a certified practicing teacher at any grade leve- 
ranging frcm kindergarten to grade five 
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Intention to defect from teaching: a teacher's determination to leave 
teaching for reasons other than retirement, staff reduction, or 
termination by local school board action 
Discrepancy: difference between autonomy teachers perceive in their 
work and how much they desire 
Discrepancy Score: the number determined by subtracting the perceived 
autonomy score from the desired autonomy score 
Teacher job satisfaction: extent to which teachers feel their needs are 
being fulfilled as professional educators 
Conditions of job satisfaction: the elements which contribute to the 
fulfillment of each teacher's personal job needs, such as the teacher's 
current assignment and relationships with colleagues and supervisors 
Limitations of the Study 
i ' 
The findings of this study were limited to public elementary 
school classroom teachers from selected schools in Massachusetts. 
The results of this study may not be applicable to teachers in 
schools with characteristics different from those selected for the 
study. 
This study was limited by the varying abilities of teachers to 
reliably and accurately report their perceptions of autonomy and job 
satisfaction, and their intention to remain in the teaching profession. 
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Outline of the Study 
Chapter I included an introduction, a statement of the problem, 
purpose of the study, research hypotheses, definitions of terms, and 
outline of the study. Chapter II presents an overview of selected 
related literature. This chapter was divided into the following 
sections: 
1. Teacher Autonomy 
2. Job Satisfaction 
3. Teacher Dissatisfaction 
Chapter III presents the design and methods used for collecting data 
for the study. Chapter IV includes the presentation and discussion of 
the collected data and Chapter V includes the summary, conclusions, and 
recommendations that resulted from this study. 
Chapter II 
REVIEW OF THE LITERATURE 
The scope of teachers' roles has been, and continues to be, a 
matter of controversy. The teacher's role has changed and will continue 
to change in response to the demands of society. The research, however, 
suggests that schools have not made provisions for teachers to change 
accordingly. This is especially true as regards teacher autonomy. It 
can be suggested that as demands increase, autonomy may decrease. 
Studies focusing on the role of teachers in the school workplace 
cover different areas. This study focuses upon four areas. They are: 
(1) teacher perception and desire for autonomy in the workplace, (2) the 
extent which autonomy affects teachers' job satisfaction, (3) the nature 
and degree of teacher dissatisfaction due to the amounts of autonomy 
afforded teachers in their workplace and, (4) the relationship of 
dissatisfaction to potential teacher defection. 
The first portion of this review will explore the nature and 
importance of teacher autonomy. This section will suggest the need for 
additional research to more clearly define teachers perceptions 
regarding autonomy in the workplace. The second section provides a 
discussion of the primary elements of job satisfaction and hew these 
elements relate to the allowance of autonomy for teachers. The third 
section discusses the relationship of autonomy and job dissatisfaction 
and its relationship to the probability that teachers will leave the 
teaching profession. 
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Teacher Autonomy 
Teacher autonomy — provisions made for teachers making curricular 
decisions, judgments about student placements and promotions, developing 
program design and peer reviewed standards of practice, and the 
development of knowledge skills applicable to classroom teaching — is 
an area that continues to receive attention in the literature 
(Darling-Hammond, 1983; Laskey & Galloway, 1983; Schlechty & Vance, 
1981; Boffey, 1985). These studies indicate that many teachers with the 
highest of academic credentials, along with those teachers who feel that 
they have been successful throughout their careers, are not provided the 
' opportunity to be autonomous in their work. 
A particularly troublesome aspect of these studies of teacher 
autonomy is that the amount of autonomy teachers perceive they have is 
not clearly identified. In addition, there is little discussion as to 
the amount of autonomy desired or, for that matter, essential. Most of 
the research, however, has made clear that teachers want to be part of 
the decision-making process as regards the work they do in their 
classroom and that v*ich affects the whole school organisation 
(Schlechty & Vance, 1983; Darling-Harnnond, 1983; I^vitov S Wangberg, 
1983; Lester, 1987). 
This literature fosses priority on the reasons given by 
administrators for the characteristioally lew level of teacher 
involvement. Little attention has been given to discerning the areas in 
which teachers really desire to ba involved. Several studies have 
suggested that greater auton^ will striate a higher level of teacher 
job satisfaction. None, however, have addressed the amcxrnt of perceiv 
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or desired autonomy that wculd enhance teachers' job satisfaction 
(Laskey & Galloway, 1983; Darling-Hammond, 1985; Lester, 1987). 
Xt is important to define the amount of autonomy teachers perceive 
as well as the amount they desire since sane studies have raised 
questions concerning the centrality of these factors to teachers' work. 
Monraham, Cocke, and Monraham (1978) found that teachers want to make 
only technical decisions and are not really interested in being a major 
part of school decision-making process such as teacher evaluation, 
curriculum selection, scheduling, and daily rules and regulations. 
Moreover, research by Duke, Showers, and Imber (1980) suggested that 
teachers were less anxious to participate in making decisions that would 
affect areas beyond their classroom work, or, for that matter, any type 
of managerial decision. Although recent studies refute these findings, 
(Schlechty & Vance, 1981; Porter & Steers, 1983; Chapman & Lowther, 
1982) they still stop short of specifically identifying where in a 
school's organizational structure teachers want autonomy and how much 
autonomy they really desire in their work. In addition, more recent 
studies by Darling-Hammond (1983, 1985), Laskey & Galloway, (1983), 
Kreis and Brockopp, (1986), and Hawthorne (1986) emphasize that research 
is needed into the relationship between autonomy and other factors which 
condition the work of teaching. 
Although the exact relationship between teachers' levels of 
perceived and desired autonomy is not clear, the research does suggest 
that there is considerable constraint on teachers' ability to select 
from a full range of instructional options in their classrooms 
(Darling-Haimond & Wise, 1983). This research indicates that highly 
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restrictive teaching policies often limit the freedom to employ creative 
strategies that may be more appropriate to student needs 
(Darling-Hairmond & Wise, 1982). Moreover, the research suggests that 
the results are twofold: creative forms of teaching are hampered by the 
emphasis on conformity with school policies; and dissatisfaction on the 
part of teachers who find their ability to respond to students' needs 
reduced (Doyle, 1978). 
It is against this background of incomplete evidence that the 
present study investigate autonomy, but in terms of teachers' 
perceptions of what they have as well as the amount they desire. This, 
in turn, allowed specific attention to the matter of discrepancies 
between the perceived and desired levels of autonomy. 
In conclusion, there is evidence to suggest that teachers are not 
afforded enough autonomy in their work (Darling-Hanmond, 1983; Laskey & 
Galloway, 1983; Schlechty & Vance, 1983; Boffey, 1985, Lester, 1987). 
What is not clear, however, is that the amount of autonomy teachers 
perceive is more or less than what they desire. A major purpose of this 
study, then, was to investigate levels of perceived and desired autonomy 
in teachers’ work. The next section of this review will discuss studies 
suggesting a relationship between autonomy and teacher job satisfaction. 
Job Satisfaction 
Results from nunerois studies have indicated that teachers who are 
afforded little autonow in their workplace experience 1« job 
satisfaction (Holland » Nichols, 1964; « * Hutchinson, 1982; 
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Frances & Libras, 1982; Levitov & Wangberg, 1983; Lester, 1987). 
Further study by Waters and Glenn (1986) cited the absence of teacher 
autonomy as a factor contributing to low teacher job satisfaction. 
Consequently, all of these studies indicate that without sufficient 
^^noiints of autonomy in their work, teachers will continue to experience 
low job satisfaction. 
Psychologists explain the phenomenon of job satisfaction by 
examining the desires and needs of individuals. According to Hoppock 
(1935) job satisfaction is "any combination of psychological, 
physiological, and environmental circumstances that [will] cause a 
person to truthfully say, 'I am happy with ny job'" (p. 47). Studies 
by Smith (1969) conclude that job satisfaction is "the feelings a worker 
has about his job" ... "and is a function of the perceived 
characteristics of the job in relation to an individual's frame of 
i 
reference" (p. 200). In addition, earlier studies conducted by 
Herzberg (1959) and Mas low (1958) add to our understanding of job 
satisfaction. These studies examined the concept of motivation and hew 
they can be related to a teacher's perception of their level of job 
satisfaction. 
One aspect of job satisfaction involves the rewards one can gain 
frem his or her work. Rewards can either be intrinsic, such as valued 
participation, prestige, or attention, or extrinsic, such as salary and 
other monetary benefits. The present study examined one aspect of 
intrinsic motivation: the presence or absence of satisfaction and its 
relationship to perception of teacher autonomy. 
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Holland and Nichols (1964) found that a lack of interest by 
teachers in their work, coupled with a lack of full participation in all 
aspects of their work, can result in occupational withdrawal. In a more 
recent study of teacher work habits by Chapman and Hutchinson (1982) it 
was found that experienced teachers desire to work in an environment 
where they can use their teaching skills and be able to express 
themselves as professionals: 
... [ teachers ] need congruence between one' s personality 
and the environment in which one works. People search for 
environments that will let them exercise their skills and 
abilities, express their attitudes and values, and take on 
agreeable problems and roles (p. 94). 
Sirotnik (1985) found that teachers, either elementary or 
secondary, were increasingly being isolated in their classrooms. They 
were constrained to work with curriculum materials and a course of study 
selected for them and they were unable to make judgments about what was 
important for their students (Sergiovanni & Carver, 1975). The 
inability to make such decisions suggests limited teacher satisfaction, 
frustration, and an increase in negative attitudes concerning the work 
role (Chapman & Hutchinson, 1982). 
The question arises as to why the issue of autonomy and its 
relation to job satisfaction is not more commonly addressed by school 
systems, given that the literature clearly suggests that there is an 
important relationship between the level of teacher autonomy and the 
level of teacher job satisfaction (Levitov & Wangberg, 1983; Lester, 
1987). Unfortunately, studies that suggest greater involvement of 
teachers in school decision-making have been consistently ignored by 
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administrators and school committees. 
The research does suggest that administrators have ignored the 
requests of teachers to be more involved in the operation of their 
schools because such liberalism of the workplace is relatively new 
(Bredo and Feinberg, 1982). Because schools are where children are, 
schools are expected to address every emerging political and societal 
issue which is important at a particular time. Bledstein (1976) 
suggests that change in schools and its process in decision making is 
" artificial, arbitrary, faddish, and convenient, and at the mercy of a 
popular 'whim'...". To address the subject of teacher dissatisfaction 
and its relationship to autonomy, the subject first must be perceived by 
schools, administrators, and ccnitiunity leaders as an important issue for 
it to receive any consideration. 
Schlechty and Vance (1983) suggest that schools must alter the 
administrative structure so as to enhance shared decision-making and 
problem-centered discussions among teacher and administrator. They 
further suggest that change in a school's structure may signal to others 
that change is needed and imminent. Rosenholtz (1985) found that 
"central to a school's functioning is its ability to motivate teachers 
to make continuous contributions to it." If teachers are allowed to 
make such contributions, it may influence not only the feelings teachers 
have towards their jobs, but may produce results that are desirable for 
students. 
For this to occur, it is first necessary to determine the specific 
areas of decision-making desired by teachers. Although the literature 
is not clear as to exactly where teachers want more autonomy, it 
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indicates that teachers desire to have seme input into the 
decision-making process. For example, studies by Darling-Hanmond, 
(1983), Hawthorne (1986), Kreis and Brockopp, (1986), and Schlechty & 
Vance (1983) indicated that teachers desire increased autonomy within 
their classrooms, but did not determine if this dealt with instruction, 
grading, evaluation, or the like. 
In conclusion, there is evidence to suggest that teachers do desire 
some degree of autonomy in their work and that a lack of autonomy may 
lead to job dissatisfaction (Schlechty & Vance, 1983; Chapman & 
Hutchinson, 1982; Sergiovanni and Carver, 1975; Sirotnik, 1985). The 
literature is not clear, however, on the amounts of autonomy desired by 
teachers, or the specific areas where it needs to be given. 
There is evidence that teachers who exhibit job dissatisfaction are 
more likely to leave the teaching profession. There also is evidence 
that teachers who desire much autonomy in their work will be more 
dissatisfied. Accordingly, the third section of this review examines 
the literature on the relationship between autonomy, job satisfaction, 
teacher dissatisfaction, and the problem of teachers leaving the 
profession. 
Teacher Dissatisfaction 
There is evidence to suggest that teachers who sense low autonomy 
and high job dissatisfaction nay tend to leave teaching (Porter, 1967; 
Laskey & Galloway, 1983; Darling-Hanmond, 1983, 1985; Schlechty & 
Vance, 1983). These studies indicated that the lack of opportunity to 
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direct the course of instruction in their classroom, and share in school 
level decision-making may result in teachers leaving teaching. 
Teachers, like other workers, invest in their work in order to 
obtain desired rewards such as recognition of a job well done, increased 
pay, or, if desired, increased responsibility in areas where they have 
sought additional training or have a particular interest (Herzberg, 
1959; Mas low, 1954). Typical investments for teachers are enthusiasm, 
recognition and, important to this study, the freedom to apply their 
teaching skills to achieve what they feel is best for their students. 
Engaging in the more complete professional role seems to fulfill 
teachers' needs for accomplishment and development of self-worth. The 
literature suggests, however, that teachers may not be getting the 
rewards necessary for them to have a sense of being successful, 
satisfied, or, even, willing to continue teaching (Frase, Hetzel, & 
Grant, 1982). Specifically, when teachers are not given the right to 
be part of the process of planning and participating in their work, job 
satisfaction may be so adversely affected as to encourage defection. To 
more fully understand this need for teachers to have more input into 
their work, it is necessary to examine why teachers are more likely to 
leave the teaching profession when they have unsatisfied needs for 
professional autoncrny. 
It appears that many teachers are afforded too little career 
satisfaction (Kasten, 1984; Farter & Miller, 1981; Chapman & 
Hutchinson, 1982). Specifically, many teachers, particularly those 
with academic majors (i.e., those who have a bachelors or master's 
degree in their teaching discipline in addition to a teaching 
20 
certificate) indicate that they are dissatisfied with the lack of 
administrative support and confidence in their work and ideas and with 
the lack of autonomy provided them in their classrooms (Darling-Hammond 
& Wise, 1983). Academic majors typically have taken more coursework in 
their area of specialization, but are not being provided the opportunity 
to use the training in their work (Litt & Tuck, 1983). Ongoing studies 
by Darling-Hammond and Wise (1983), Darling-Hammond, (1983, 1985), 
Chapman and Hutchinson (1982), Rosenholtz and Symlie (1983) and 
Rosenholtz (1985) strongly suggest that highly qualified teachers are 
the kind of teachers who may experience the most frustration in their 
work and may be more likely to leave teaching. These authors also 
suggest the need to further identify what specifically can be done to 
reduce teacher frustration and to investigate the areas of discontent 
that teachers indicate are particularly troublesome. 
i 
Studies show, however, that teachers typically have little input 
into the major curriculum decisions made in schools (Lortie, 1985). 
Teachers for many years have operated under a traditional system and 
strategies to change these traditions which would alter their roles are 
not yet developed (Dunnette, & Hakel, 1967; Lortie, 1975). The 
literature further suggests that teaching is unique and has its own set 
of characteristics which are very difficult to change (Darling-Hammond, 
1985; Chapman & Hutchinson, 1983; Lortie, 1975). For example, the 
traditional process for a teacher, from the day that they are hired by a 
school system, is to receive the curriculum to follow, their time 
schedule, and a handbook that covers important ground rules. There is 
little evidence, however, of any opportunity for teachers to make 
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changes in the substantial elements which will comprise their teaching 
assignment. Changes simply are not allowed in their daily classroom 
work, nor is there provision for input into the school's decision-making 
processes (DeYoung, 1986). 
An ongoing study conducted by the National Education Association 
that began in 1981 found that teachers are beginning to rebel against 
not being able to exercise their skills in their work. In addition, in 
a study of North Carolina teachers by Schlechty and Vance, (1982) it was 
found that many teachers would not have opted to become teachers if they 
had known how regimented and bureaucratic teaching was. The results of 
\ 
these studies suggest that allowing teachers to make a contribution into 
the areas that directly affect students, for example, curriculum 
development and selection, and improving teaching through peer 
evaluation, may reduce frustration of many teachers. This research 
further suggests that teachers, more than previously thought, want to 
view themselves as professionals and be able to apply their skills in 
their work. 
The renewed awareness by teachers of their professional status has 
caused teachers to increasingly assert themselves in their desire to 
have greater autonomy (Feistritser, 1983). According to Levitov and 
Wangberg (1983), a cause and effect relationship involving teacher 
behaviors has developed which suggests that unless teachers' desires to 
have greater autonomy are addressed, more consideration will be given to 
leaving the teaching profession. Levitov and Wangberg (1983) defined 
these behaviors as: 
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1. Burnout, dissatisfaction. Descriptors: negative 
feelings about teaching, loss of decision making 
2. Work rewards. Descriptors: lack of support frcm 
parental and public sectors, individual recognition, 
low job mobility 
3. Other control. Descriptors: little control over 
curriculum, little participation in decision-making 
4. Perfection. Descriptors: feel upset when not a perfect 
teacher and has 100% standards. 
Lester (1987) agrees with Levitov and Wangberg in theory, but 
further suggests that school and teachers must work together to develop 
policies and programs that will allow teachers greater autonomy. Lester 
(1987) further suggests that schools' goals and changes, providing more 
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teacher autonomy, must be simultaneously developed if the change is to 
be long term and effective. 
On the basis of Lester's (1987) study, and the determination that 
teachers who perceive they want more autonomy in their work are prone to 
increased job dissatisfaction, it is clear that a remedial course of 
action is needed before highly qualified and experienced teachers seek 
other employment. Mowday, Porter, and Steers (1982) suggest that the 
first step in allowing teachers more autonomy is the recognition of 
teachers for the work they do. In the past, the offering of current and 
future monetary rewards was sufficient. It has been found, hcwever, 
that extrinsic rewards are at best temporary, and at their worst, give 
teachers a false impression that all they have to do is exhibit a 
particular behavior and there will be seme degree of compensation for 
appeasement (Maslow, 1959,; Mowaday, Porter, and Steers, 1982). The 
research strongly suggests that intrinsic rewards, such as participation 
in the school which has an affect upon student learning outcomes, has a 
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far greater affect on teacher motivation and productivity than 
increasing compensation for teachers. The value of compensation, 
however, should not be dismissed although the research suggests that it 
may be more effective if coupled with autonomy (Chapman & Hutchinson, 
1982). 
Teachers are not looking to assume the role or duties of the 
administrator, but only to be involved in the areas which they feel they 
can make a contribution to students or the school's program. The 
research, however, is not clear on exactly where teachers feel the need 
to have greater autonomy. Studies by Darling-Hammond (1983,1985), 
\ 
Schlechty and Vance (1982), and Boffey (1986) provide the evidence that 
teachers want this change, but also insist that more sensitive and 
careful probing into the feelings and attitudes of teachers is needed if 
programs are to be developed that will lower the level of 
dissatisfaction of many qualified and experienced teachers. The present 
study will add to this body of knowledge by investigating the nature and 
the degree of teacher dissatisfaction as it relates to the lack of 
autonomy afforded teachers in the workplace. 
In conclusion, the literature suggests that the failure to allow 
teachers to make decisions in their workplace has increased their 
dissatisfaction with their work (Darling-Hammond, 1983, 1985; Laskey & 
Galloway, 1983; Schlechty & Vance, 1981; Boffey, 1985; Hawthorne, 
1986). These studies further suggest that teacher dissatisfaction, due 
9 » 
to a lack of autonomy, may result in teacher defection. There is also 
little recognition by school administrators and camtunity leaders of the 
dissatisfaction of teachers. In addition, the research indicates that 
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unless there is a more substantial recognition of this problem, 
defection of highly qualified and experienced teachers may result. For 
the development of programs and policies to reduce this likelihood, 
there needs to be more sensitive and in-depth probing into the specific 
areas of teaching where teachers want more autonomy which may reduce, in 
turn, their dissatisfaction. 
The purpose of this chapter was to (1) review the literature 
related to the aspects of teacher autonomy, (2) clarify the elements of 
job satisfaction and how these elements relate to the allowance of 
autonomy for teachers in their work, and (3) discuss the relationship of 
autonomy, job satisfaction, and their relationship to teachers giving 
more consideration to leaving the teaching profession. 
The literature is clear on what affect autonomy has on job 
i 
satisfaction and that many teachers desire some degree of autonomy in 
their workplace. What is not clear, however, is the amount of autonomy 
teachers perceive and desire and, if there is a difference between the 
two, what are the specific areas of autonomy that influence job 
satisfaction, and where teachers feel changes are necessary to meet 
their needs of autonomy in their work. 
Chapter III 
RESEARCH DESIGN AND METHODS 
Results from numerous studies indicate that elementary teachers are 
not afforded enough autonomy in their work to meet their needs as 
professional educators (Hoy & Miskel, 1982; Darling-Harmnond, 1985; 
Laskey & Galloway, 1983; Schlechty & Vance, 1983; Schneider, 1984; 
Kreis & Brockopp, 1986; Hawthorne, 1986; Walter & Glenn, 1986). 
Research also suggests that lack of autonomy may be related to job 
satisfaction (Sweeney, 1981; Frances & Libras, 1982; Rosenholtz, 
1985, Levitov & Wang, 1983; Boffey, 1985; Lester, 1987). Although 
these two areas clearly are problems in the teaching profession, 
researchers have yet to examine the particular association among 
autonomy and job satisfaction, and the intention of teachers to leave 
the profession. 
One major shortcoming of the studies noted above has been their 
failure to gather the information that dissatisfied teachers might have 
provided if given the opportunity to do so without fear of retaliation 
fron superiors. Bowles and Ginitis (1976) found that teachers perceive 
themselves as free to make decisions regarding students, but not free to 
be a significant part of the decision making process in the total school 
environ,nent. Kreis and Brockopp (1986) concur with this research, but 
go even further, suggesting that teachers lack autonomy even to the 
point of having no input concerning growth opportunities for themselves 
students within a school's organization. The most obviou 
or for their 
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aspects of a job are not always the ones that lead to deep-seated 
discontent. This study gathered data regarding autonomy's relationship 
to job satisfaction as a possible cause of teacher defection. In 
addition, this study further probed the attitudes of dissatisfied 
teachers as to the degree and nature of their dissatisfaction and their 
career intentions. 
Research Design 
This study was divided into two sections. The first section 
\ 
identified elementary teachers who wanted considerable autonomy, felt 
they were afforded too little freedom in their work, and who experienced 
low job satisfaction. A second section probed the attitudes of these 
teachers to determine the degree and nature of their dissatisfaction. 
Dissatisfied teachers were identified by means of a screening 
questionnaire sent to all elementary teachers in the six schools chosen 
for this study. This questionnaire was divided into three sections: 
part 1 dealt with elements of teacher autonomy, part 2 with elements of 
job satisfaction, and part 3 with the intent to remain in teaching. 
After the data were analyzed, teachers were grouped into one of two 
categories, those who indicated that they were potential defectors due 
to lack of either autonomy or satisfaction in their jobs and those who 
did not feel strongly enough about their lack of autonomy to consider it 
a reason for leaving the profession. 
This study was particularly concerned with teachers who indicated 
that they were potential defectors from teaching. Ten such teachers were 
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contacted to arrange a follow-up interview session. One purpose for 
identifying this sub-sample of teachers was to explore their attitudes 
more closely in an effort to determine exactly how, and under what 
circumstances, issues of autonomy were related to job satisfaction. A 
second purpose was to discover how autonomy and job satisfaction 
influenced the decisions of teachers to leave or remain in the 
profession.' A structured interview approach was used to gather these 
data. 
Population and Sample 
Elementary teachers in 6 schools in Massachusetts constituted the 
pool of subjects for this study. The schools were selected on the basis 
of geographic convenience and size. Each elementary school had to be 
large enough to span kindergarten through grade 5. This helped to 
ensure a sufficient number of respondents for the initial questionnaire. 
District superintendents were contacted for permission to survey the 
teachers in their schools. Participation by the teachers was entirely 
voluntary. Voluntary participation was important because teachers had 
to identify themselves on the questionnaire for the purpose of becoming 
a potential candidate for follow-up interview. Teachers who perceived 
a low level of autonomy, felt little job satisfaction, and indicated 
they might leave teaching were contacted for inclusion in the interview 
* . 
sub-sample. 
.. • ■ iar. t"hpir size (in terms of enrollment), The schools were similar in rneir v 
(K-5), and the curriculum. These similarities were 
their grade levels 
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important since they insured that teachers in all six schools were 
performing in broadly similar capacities. There were, however, 
differences in the leadership styles of the building principals in these 
schools. Informal observations made both prior to and during the study 
indicated that three of the administrators were distinctly more 
authoritarian in their leadership styles. This diversity in leadership 
style may or may not have had an effect on the teachers' responses on 
the questionnaire depending on the nature of the school relationship 
between teachers and principals. The teachers, however, were tenured 
and to the degree that such status provides protection, free frcm any 
reprisal from supervisors. 
Procedures for Sample Selection 
Contact was made with area superintendents to identify six 
appropriate elementary schools. It was important to identify schools 
which could provide a sufficient number of teachers with the required 
minimum of three years experience. The following procedure was followed 
in selecting schools and teachers. 
The school's grades had to range frcm kindergarten thraigh grade 
five. 
2 For tie initial screening, teachers of art, music, physical 
education, and the learning disabled, were not included because of the 
specialized nature of their work. The questionnaire was devised for 
full tiine elementary classroom teachers. 
3. Length of service was verified through 
the school system’s offices 
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prior to the questionnaire's distribution. Teachers had to liave taught 
a minimum of three contract years to be eligible for the study. 
Instrumentation 
The teacher response form was divided into four basic parts. Part 
one was used to obtain demographic information about the teacher. This 
information was necessary for data analysis and for additional 
information should the teacher be selected for a follow-up interview. 
Part two consisted of 28 statements designed to elicit responses 
regarding (1 ) the amount of autonomy teachers perceived they actually 
had in their work and, (2) the amount of autonomy that teachers desired. 
Responses were recorded on a Likert-type six-point scale on which 
teachers circled the numfcer that best reflected their perceptions and 
desires for each statement of autonomy. 
Part three consisted of 20 statements designed to measure the 
amount of job satisfaction teachers experienced. Each statement was 
designed to address an aspect of job satisfaction specifically related 
to elementary classroom teaching. 
Part four consisted o£ 3 statements. Teachers responded to only 
two of the statements. All teachers responded to the first statement 
which examined their intention to continue teaching for the next five 
years. Depending on their answer to the first question, teachers then 
reacted to one of the other two statements. This section reflected not 
only the intention of teachers to continue or abandon teaching, but also 
the effect that certain changes in their work enviro^ent wc«ld have on 
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that intention. 
Scales, Measurement, and Instrument Reliability 
Teachers recorded their responses by circling a number on a 
Likert-type, six-point scale. This six-point scale was viewed as a 
continuum frcm "essentially none" to "a very great amount." The numbers 
1 through 6 were not assigned descriptors. A scale of six points forced 
the teacher to make a response that could not be scored as neutral. 
The screening instrument was developed through three sources: 
\ 
(1 ) Pertinent literature regarding autonomy and job satisfaction was 
thoroughly reviewed, (2) Items from instruments that measure certain 
aspects of autonomy and job satisfaction were reviewed for possible use 
in this study, and (3) Teachers and administrators were engaged in 
discussions to elicit suggestions for appropriate items and response 
formats. 
Following the development of the instrument, the test-retest 
method was used to estimate the reliability of the instrument. The test 
initially was administered to 17 elementary classroom teachers not 
included in the sample group. Teachers responded to the questions on 
the instrument. The instrument was re-administered following a two week 
interval. Cronbach1 s (1951) coefficient alpha was then used to 
determine reliability and stability. The coefficient was determined to 
be .93. There were no changes recommended by the teachers in the 
reliability grcup. 
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Analysis of the Data 
The purpose of the initial questionnaire was to identify teachers 
dissatisfied with tne levels of cheir job autonomy and to discover their 
intenuLons aoout rattaining in teaching. Five research questions were 
developed to gather these data. Scoring and analysis proceeded as 
follows: 
- Research Question 1: To what degree do elementary teachers perceive they 
have autonomy in their work, as measured on the Perceived Teacher 
Autonomy Scale (PTAS)? 
There were 28 statements that measured the teachers' perceptions in 
this area. They were asked to respond to each item on a Likert scale of 
1-6. Scores closest to "T" indicated a perception of essentially little 
or no autonomy and scores closest to "6" indicated a perception of high 
autonomy. The response totals for each teacher were added and a mean 
score for this section was determined. 
Res^rnh Question 2: To what degree do elementary teachers desire 
autonomy in their work, as measured on the Desired Teacher Autonomy 
Scale (ETAS)? 
In addition to responding to the above-mentioned 28 statements as to 
perceived autonomy, teachers also responded to them in terms of desired 
work autonomy. They were asked to respond to each item on a Likert 
scale of 1-6. Scores closest to "1" indicated a perception of 
essentially little or no autonomy and scores closest to "6" indicated a 
perception of high autonomy. The response totals for each teacher were 
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added and a mean score for this section was determined. 
Research Question 3: To what degree is there discrepancy between the 
perceived and desired degree of autonomy afforded elementary teachers in 
their work, as measured by the difference between scores on the PTAS and 
ETAS? 
A discrepancy was previously defined as the difference between how 
much perceived and desired autonomy teachers want in their work. To 
determine if such a discrepancy existed between perceived and desired 
autonomy, the following formula was used: 
- mean score of desired autonomy 
mean score of perceived autonomy 
discrepancy score of teacher 
A positive or negative discrepancy was determined. A positive score 
would represent more autonomy desired than perceived where a negative 
score more perceived autonomy than desired. 
Res^r-nh Question 4: What is the likelihood that elementary teachers who 
perceive low autonomy, but desire high autonomy, will experience low job 
satisfaction in their work as measured on the Job Satisfaction Scale 
(JSS)? 
Teachers responded to 20 statements that measured their degree of 
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job satisfaction on the Job Satisfaction Scale (JSS). Each statement 
had a range of "1" (meaning essentially none) to "6" (meaning a very 
amount). A mean score was calculated for each teacher. These 
mean scores were compared to the discrepancy scores generated in 
Research Question 3. In addition, teachers who perceived low autonomy, 
desired high autonomy, and expressed lew job satisfaction, were 
identified as potential interview candidates for the purpose of 
determining the degree and nature of their dissatisfaction. 
Research Question 5_: Will elementary teachers who perceive lew 
\ 
autonomy, desire high autonomy, and have lew job satisfaction, be more 
likely to be planning to leave the teaching profession than teachers who 
have lower desire for autonomy and greater job satisfaction? 
Teachers responded to two of the three questions on the Intent to 
Remain in Teaching Scale (IRTS) regarding the possibility of a career 
change. The first statement requested that teachers state their 
intentions about remaining in the teaching profession over the next five 
years. They responded on a Likert scale of 1-6 where scores closest to 
"1" indicated little chance of teachers remaining in the teaching 
profession and scores closest to "6" indicated very little chance of 
teachers leaving the profession. Depending upon their reactions to this 
statement, teachers then responded to one of two remaining statements. 
One statement asked those who responded with a 1, 2, or 3 on 
question 1 whether or not an increase in their autonomy would affect 
their decision to remain in teaching. The other statement asked those 
teachers who responded with a 4, 5, or 6 on question 1 whether or nou 
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they would remain in teaching regardless of changes in their autonomy. 
The way teachers responded to statements regarding changes in their 
work environments was used as the starting point in the structured 
interview sessions with potential defectors. The same response also was 
the basis for further probing of feelings about autoncxny. 
Following the scoring of responses related to each research 
question, teachers were identified who had scores indicating that they 
perceived low autonomy, desired high autonomy, experienced a low job 
satisfaction, and felt there was some possibility they would leave 
teaching. They formed the sub-sample for interview. Ten of these 
teachers whose scores indicated the strongest intent to leave teaching 
were contacted to participate in the interview session. 
The follow-up questionnaire was developed by inspecting the mean 
score for each statement item on the original screening questionnaire. 
The key areas used in formulating interview questions were those dealing 
with aspects of teaching, non-teaching decision-making, professional 
development, and job satisfaction. The final section of the 
questionnaire was designed to specifically identify situations of 
dissatisfaction within the review areas and to determine both tire degree 
of this dissatisfaction and its strength as a factor in causing teacher 
defection. A detailed description of the development of the follow-up 
questionnaire, the interview setting, selection of teachers, and 
analysis of data fran the interviews is presented in Chapter IV. 
Chapter IV 
ANALYSIS OF THE DATA AND RESULTS OF THE STUDY 
The purpose of this study was to probe the attitudes of elementary 
teachers with respect to teacher autonomy, perceived and desired, and 
its relation to job satisfaction. It was also the purpose of this study 
to probe the attitudes of dissatisfied elementary teachers as to the 
degree and nature of their dissatisfaction. This chapter is organized 
around tlie demographic information collected and the five research 
questions that relate to teacher autonomy, job satisfaction, and degree 
of dissatisfaction. 
This study required a sample of full time elementary classroom 
teachers with a minimum of three years experience. An elementary 
classroom teacher was defined as one who taught all of the major 
academic subjects associated with elementary level classroom 
instruction, such as reading, mathematics, language arts, science, and 
social studies. Special subject teachers of art, music, and physical 
education, as well as special education teachers, were not included. 
The data were collected through a questionnaire and interview. The 
questionnaire was distributed by mail to teachers during September and 
October, 1987. Of the 131 questionnaires distributed among teachers, 91 
out of 131 were returned. Seventy-five teachers provided complet 
responses to both the denographic sheet and the questionnaire vhile the 
renaining 16 teachers responds only to the questionnaire. All 91 
were used for data analysis, however, only 75 teachers 
questionnaires 
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were eligible to be interviewed since it was possible to identify only 
those teachers. Ten follow-up interviews were held with selected 
teachers to gather additional data. The teachers appeared not to have 
any difficulty in assessing or reporting their feelings and opinions on 
the survey or during the interview sessions. 
In addition to providing demographic data, teachers responded to the 
initial questionnaire that consisted of three parts: the PTAS and DTAS 
(Perceived Teacher Autonomy Scale and Desired Teacher Autonomy Scale) 
the TJSS (Teacher Job Satisfaction Scale), and the IRTS (Intention to 
Remain in Teaching Scale). Ten teachers were selected for follow-up 
interviews to further probe their feelings about autonomy, job 
satisfaction, intention to remain in teaching, and to determine the 
degree of dissatisfaction, if any, in their work. A complete review of 
the selection criteria for teacher interviews is presented in the 
i 
interview section of this chapter. 
The open-ended responses from the interviews were later grouped and 
categorized as to both the content of the comments and their direction, 
whether positive or negative. Frequencies were the only statistics 
employed to analyze the responses to the open-ended questions. 
The Statistical Package for the Social Sciences (SPSSX) was used 
for statistical analyses of data frcm the initial questionnaire. All 
results have been rounded to facilitate presentation of the data and 
efficient construction of tables. The results of the analyses are 
presented in the following sections. 
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Profile of the Study Population 
Six schools that were located within four different school systems 
selected for the sample. Of the 131 surveys distributed among the 
schools, 91 (71% of the total) were returned. 
Table 1 presents the number of teachers by grade level assignment 
of the sampled teachers. The number of teachers at each grade level 
provided a good distribution for reporting data frcm the initial 
questionnaire. 
The average class size of the respondents was 23 students per 
classroom with the distribution ranging from 15 to 32 students as 
presented in Table 2. This figure is well within the acceptable range 
for elementary classrooms. Teachers sampled also reported that they 
were allotted weekly preparation time to complete their clerical duties. 
Amount of time for preparation ranged from one and one-half hours to 
three hours per week. 
The next section will present the data gathered to test the five 
research questions that guided this study. The final section of this 
chapter will present the data gathered frcm the in-depth interviews of 
selected teachers. 
Table 1 
Number of Teachers by Grade Level Assignment 
Grade Level n % 
Kindergarten 12 13% 
Grade One 13 14% 
Grade Two 14 15% 
Grade Three 10 12% 
Grade Four 13 14% 
Grade Five 13 14% 
Not Reported 16 18% 
Totals 91 100% 
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Table 2 
Class Size Ranges 
Number of Students 
11-15 
Number of Cases 
5 
Percentage of Sample 
5% 
16-20 14 16% 
21-25 45 49% 
26-30 11 12% 
Not Reported 16 18% 
Total 91 100% 
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Research Question I 
To what degree do elementary teachers perceive they have autonomy 
in their work, as measured on the Perceived Teacher Autonomy Scale 
(PTAS)? 
The data concerning the perceived autonomy of the elementary 
teachers were obtained from responses on a six-point, Likert-type scale 
for each of twenty-eight statements. The teachers1 responses were 
recorded on a scale from 1 to 6 where "1" was defined as "essentially 
none" and a "6" was defined as "a very great amount." 
The mean scores for each respondent are presented in Table 3. They 
ranged from a low of 1.57 to a high of 5.93. Since a 6 point scale was 
used to gather the data, the mean score of a normal distribution would 
have been 3.50 on the PTAS. Figure 1 is a histogram representing the 
distribution of means along the 6 point scale. The data indicate a 
i 
small positive skew to an otherwise normal distribution with the 
majority of teachers perceiving at least a moderate degree of autonomy 
in their workplace. Figure 1 also indicates, however, that some 
teachers perceive much less than a high degree of autonomy, with nearly 
a third (29 out of 91) having mean rating scores below 3.0, and almost a 
tenth below 2.5. In addition, 70% of the teachers' average perceived 
autonomy fell between 2.50 and 4.40. As a consequence of this 
distribution of means, the scale mid-point (3.50) will be used as the 
criterion for distinguishing indication of high and low autonomy. 
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Table 3 
Case Numbers and Perceived Autonomy Mean Scores 
CASE Mean 
1 3.64 
2 3.89 
3 4.00 
4 4.46 
5 4.61 
6 2.04 
7 4.41 
8 4.14 
9 4.21 
10 2.36 
11 3.82 
12 4.21 
13 3.79 
14 4.00 
15 2.21 
16 4.36 
17 3.43 
18 3.71 
19 4.32 
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Table 3 continued 
Case Numbers and Perceived Autonomy Mean Scores 
CASE Mean 
20 1.57 
21 4.76 
22 4.11 
23 4.68 
24 2.57 
25 4.14 
26 3.89 
27 4.32 
28 3.89 
29 2.04 
30 2.29 
31 2.64 
32 5.21 
33 3.54 
34 4.36 
35 4.46 
36 4.43 
37 3.64 
38 4.64 
39 2.86 
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Table 3 continued 
Case Numbers and Perceived Autonomy Mean Scores 
CASE Mean 
40 4.07 
41 4.64 
42 4.43 
43 2.32 
44 4.46 
45 2.61 
46 4.11 
47 2.07 
48 4.39 
49 2.89 
50 2.68 
51 3.11 
52 3.75 
53 3.96 
54 2.54 
55 4.07 
56 4.39 
57 3.96 
58 3.61 
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Table 3 continued 
Case Numbers and Perceived Autonomy Mean Scores 
CASE Mean 
59 3.04 
60 2.46 
61 4.71 
62 3.25 
63 3.11 
64 3.36 
65 2.82 
66 5.36 
67 4.89 
68 2.89 
69 2.89 
70 3.43 
71 3.25 
72 5.29 
73 2.79 
74 4.93 
75 3.21 
76 5.32 
77 2.64 
78 2.89 
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Table 3 continued 
Case Numbers and Perceived Autonomy Mean Scores 
CASE Mean 
79 5.00 
80 3.04 
81 5.25 
82 2.93 
83 4.61 
84 3.43 
85 5.93 
86 2.86 
87 3.36 
88 2.71 
89 2.86 
90 5.32 
91 2.93 
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Figure 1 
Distribution of Teachers using Perceived Autonomy Mean Scores 
23% 
Number of 
teachers 0 1 7 21 11 15 17 11 
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2.5- 3.0- 
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3.5- 
4.0 
4.0- 
4.5 
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PTAS Items with Mean Rankings Below 3.50 
Items for which teachers' mean ranking scores were below 3.50 are 
^ Table 4. A total of 12 items out of 28 had mean teacher 
rankings relow 3.50 for perceived autonomy. The items might be 
clustered in a number of different ways, but clearly the groupings in 
Table 4 show the 3 areas in which teachers perceived they are afforded 
the least autonomy. 
Freedom to add to or select curriculum content, participation in 
defining curricula, and determining the pace or rate of learning, were 
the aspects of teaching for which teachers indicated a lower perception 
of autonomy. Mean scores in these areas were as low as 2.39. 
Statements pertaining to autonomy in curricula selection and usage were 
also consistently below the 3.50 level with a range of mean scores from 
i 
2.39 to only 3.48. 
Teachers indicated that they had little input in non-teaching 
areas, such as being part of the decision-making process to evaluate 
their own work, offering opinions on school-based issues and determining 
curriculum direction. Most striking were the teachers' attitudes 
regarding their involvement in the evaluation of their work (2.38). 
Teachers perceived little autonomy in the area of developing and 
nurturing their skills. Low mean scores indicated that many teachers 
did not perceive great autonomy in selecting and attending conferences 
that would advance their own professional development (3.47) or enhance 
their performance in the classroom by adding to their knowledge or 
experience (3.36). Teachers also indicated that their expertise in a 
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Table 4 
Categories with Items Below 3.50 frcm the Perceived Teacher Autonomy 
Scale 
Aspects Directly Related To Classroom Teaching or Instruction 
Item Question Mean 
1 I have freedom to determine the content of the 
subjects I teach 2.73 
9 I have freedom to ignore teachers' manuals 2.39 
12 I have freedom to add to the curriculum as it 
seems appropriate 3.48 
24 I have freedom to make most of the decisions 
concerning my classroom that dictate the 
pace and/or rate of learning 3.26 
Decision Making Freedom not Directly Related to Classroom Teaching 
or Instruction 
5 I am included in the decision making process 
when curriculum matters are being discussed 3.12 
I am involved in deciding how my work 
will be evaluated 
11 
2.38 
Table 4 continued 
Categories with Items Below 3.50 from the Perceived Teacher Autonomy 
Scale 1 
Decision Making Freedom not Directly Related to Classroom Teachinq 
or Instruction 
Item Question Mean 
16 It is possible for me to participate in the 
selection of curriculum materials in my classroom 3.15 
19 
N 
I have freedom to offer an opinion on 
controversial issues in school 3.37 
20 The administration seeks my opinion 
on matters of consequence 2.87 
26 My opinion is valued with regards to 
matters of consequence within the school 3.36 
Professional Development 
15 I am allowed to attend professional conferences that 
I feel will be beneficial for my students 3.36 
27 I am allowed to attend professional conferences that 
I feel will enhance my career as a teacher 3.47 
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given area was overlooked or not sought out by the administration on 
controversial issues (2.87, 3.36, 3.37). 
The range of standard deviation for the statements was frcm 1.22 to 
1.73 indicating restricted dispersion of scores and relatively high 
agreement on many items. Finally, 39 (42%) of the teachers sampled had 
mean scores below the 3.50 mid-point. While that in itself is not 
surprising, the existence of sane areas for which many teachers reported 
perceptions rated near the bottom of the scale, and the existence of a 
number of teachers who perceive little autonomy in any area of 
professional frustration, signal cause for genuine concern. 
Research Question 2 
i 
To what degree do elementary teachers desire autonomy in their 
work, as measured on the Desired Teacher Autonomy Scale (ETAS)? 
The data concerning the desired autonomy of the elementary teachers 
sampled were obtained frcm the responses on a six-point Likert-type 
scale of 28 statements. The teachers' responses were recorded on a 
scale frcm 1 to 6 where "1" was defined to be "essentially none" and "6" 
was defined to be "a very great amount." 
The mean scores for each respondent are presented in Table 5. They 
ranged frcm a low of 3.82 to a high of 6.00. Figure 2 is a Histogram 
representing the distribution of means along the 6 point scale. Figure 
2 clearly indicates that the majority of teachers desired a high degree 
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Table 5 
Case Numbers and Desired Autonomy Scores 
CASE MEAN 
1 6.00 
2 5.61 
3 4.38 
4 5.00 
5 5.61 
6 5.79 
7 4.85 
8 5.57 
9 5.75 
10 5.68 
11 4.68 
12 4.46 
13 4.32 
14 5.29 
15 5.50 
16 5.43 
17 3.86 
18 5.79 
19 5.82 
20 5.89 
21 5.33 
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Table 5 continued 
Case Numbers and Desired Autonomy Scores 
CASE MEAN 
22_ 
23_ 
24_ 
25_ 
26_ 
27_ 
28_ 
29_ 
30_ 
31_ 
32. 
33. 
34 
35. 
36 
37 
38 
39 
5.07 
5.61 
5.18 
5.04 
.5.56 
.4.86 
5.52 
5.75 
5.89 
3.96 
5.29 
5.57 
4.96 
J5.71 
5.96 
3.82 
5.86 
5.86 
40 5.64 
53 
Table 5 continued 
Case Numbers and Desired Autonomy Scores 
CASE MEAN 
41 5.25 
42 5.93 
43 5.79 
44 5.96 
45 5.82 
46 5.36 
47 5.79 
48 5.32 
49 5.54 
50 5.46 
51 5.71 
52 4.18 
53 5.14 
54 5.32 
55 5.54 
56 5.46 
57 5.46 
58 5.61 
59 5.32 
60 6.00 
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Table 5 continued 
Case Numbers and Desired Autonomy Mean Scores 
CASE MEAN 
61 5.50 
62 5.75 
63 5.79 
64 5.18 
65 5.71 
66 5.64 
67 5.21 
68 5.43 
69 5.75 
70 5.96 
71 5.46 
72 5.32 
73 5.46 
74 5.30 
75 5.46 
76 5.68 
77 5.71 
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Table 5 continued 
Case Numbers and Desired Autonomy Mean Scores 
CASE MEAN 
78 5.75 
79 4.96 
80 5.57 
81 5.39 
82 5.75 
83 5.57 
84 5.61 
85 5.96 
86 5.25 
87 5.54 
88 5.82 
89 5.50 
90 5.75 
91 5.68 
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Figure 2 
Distribution of Teachers using Desired Autonomy Mean Scores 
53% 
1.0- 1.5- 2.0- 2.5- 3.0- 3.5- 4.0- 4.5- 5.0- 5.5- 
1 .5 2.0 2.5 3.0 3.5 4.0 4.5 5.0 5.5 6.0 
Mean 
Ranges 
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of autonomy in their workplace. Eighty-six percent of the teachers (78 
out of 91 ) had mean scores that were greater than 5.0, with over half of 
the teachers having mean scores above 5.50. Figure 2 also indicates the 
teachers clear preference for autonomy since only 14% (13 out of 91) had 
mean scores i_hat were less than 5.0 on a 6 point scale. More 
particularly, teachers in this sample desired much autonomy in all of 
the areas in which many of them perceived very little opportunity to 
exercise professional judgment and responsibility. Due to the teachers' 
high desire for autonomy, mean scores below 5.0 will be the criterion 
distinguishing indication of the amount of autonomy that they desire. 
DTAS Items with Mean Rankings Above 5.0 
Items for which teachers' mean ranking scores are above 5.0 are 
reproduced in Table 6. A total of 26 items out of 28 had mean teacher 
rankings above 5.0 for desired autonomy. The items are grouped in 
categories similar to those on the PTAS, but the fact that 93% of the 
items on the DTAS were above 5.0 clearly shows the strength of the 
teachers desire for autonomy in their work. 
Freedom to use creative methods of teaching, dictate the rate or 
pace of learning of students, and freedom to create groupings for math 
and reading were aspects of teaching on which teachers indicated a high 
desire of autonomy. Mean scores on these items were as high as 5.84. 
Statements regarding the freedom to try new methods of instruction in 
reading, science, and math, along with freedom to add to classroom 
curriculum, were also consistently above 5.0 with a range of mean 
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Table 6 
Categories with Items Above 5.00 from the Desired Teacher Autonomy Scale 
Aspects Directly Related To Classroom Teaching or Instruction 
Item Question Mean 
2 I have freedom to create groups for 
reading instruction in my classroom 5.36 
3 I have freedom to create groups for 
math instruction in my classroom 5.51 
6 I have freedom to try new methods 
of instruction in teaching reading 5.48 
7 I have freedom to try new methods 
instruction in teaching math learned 
in workshops and/or graduate study 5.46 
8 I have freedom to try new methods of 
instruction in teaching sciences learned 
in workshops and/or graduate study. 5.43 
12 I have freedom to add to the curriculum as it 
seems appropriate 5.31 
22 I have freedom to use creative 
methods of teaching 5.84 
24 I have freedom to make most of the decisions 
concerning my classroom that dictate the 
rate/pace of learning 5.5A 
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Table 6 continued 
Categories with Items Above 5.00 from the Desired Teacher Autonomy Scale 
Decision Making Freedom not Directly Related to Classroom Teaching 
or Instruction 
I ten Question 
4 I have freedom to recommend students for special 
help and the recommendations will be accepted 
5 I am included in the decision making process 
when curriculum matters are being discussed 
\ 
10 I have freedom to determine how students will 
be evaluated in my class 
13 My judgment is valued in determining the need 
for special help for students 
14 I have freedom to develop my own style of lesson 
planning in my room 
16 It is possible for me to participate in the 
selection of curriculum materials in my classroom 5.35 
17 I have freedom to add agenda items for faculty 
meetings 5.30 
19 I have freedom to offer an opinion on controversial 
issues in the school 
20 The administration seeks my opinion on matters 
of consequence 
21 I have freedom to solve my own problems 
without interference from others 
Mean 
5.71 
5.47 
5.24 
5.46 
5.47 
5.42 
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Table 6 continued 
Categories with Items Above 5.00 from the Desired Teacher Autonomy Scale 
Decision Making Freedom not Directly Related to Classroom Teaching 
or Instruction 
Item Question 
23 I have freedom to make decisions at school that 
I feel I am capable of making 
25 I have freedom to make my own classroom rules 
26 My opinion is valued with regard to matters of 
consequence within the school 
11 I am involved in deciding how my work will 
be evaluated 
Mean 
5.51 
5.69 
5.57 
5.27 
Professional Development and Participation 
15 I am allowed to attend professional conferences 
that I feel will be beneficial for my students 5.52 
18 I have freedom to select committees upon which 
I wish to serve 5.41 
27 I am allowed to attend professional conferences 
that I feel will enhance my career as a teacher 5.46 
28 My experience and expertise is taken into account 
when asked to serve on a committee 5.50 
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scores of 5.31 to 5.48. 
Teachers indicated that they desire to be able to have input into 
non-teaching areas, such as being part of the decision-making process to 
recommend students for special help with the hope of having 
recommendations accepted, offering opinion on school-based issues and 
5.47) and in the student (5.24) and teacher (5.27) evaluation process. 
Teachers indicated a high desire to have more freedom to select 
committees upon which they serve (5.41). Teachers also indicated a 
desire to have their expertise or experience in a given area considered 
as a criterion for serving on a ccmmittee (5.50). Table 6 also shows 
that teachers desire greater autonomy in choosing and attending 
professional conferences that would enhance their performance in the 
classroom (5.52) or advance their own professional development (5.46). 
The range of standard deviation for the statements was .445 to 
i 
1.03 indicating only a small dispersion of rating responses. The fact 
that 86% of the teachers had mean scores above the 5.0 level clearly 
shows the desire teachers have for autonomy. 
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Research Question 3 
To what degree is there discrepancy between the perceived and 
desired degree of autonomy afforded elementary teachers in their work, 
as measured by the difference between scores on the Perceived Teacher 
Autonomy Scale and Desired Teacher Autonomy Scale. 
The discrepancy scores for each respondent are presented in Table 
7. The discrepancy scores for the teachers sampled were calculated by 
subtracting the perceiveded mean score of the teacher on the PTAS from 
the desired mean score on the ETAS. Out of the 91 teacher discrepancy 
scores, 90 teachers indicated that the discrepancy between their 
perceived and desired levels of autonomy was due to a greater desire for 
autonomy in their work than they were afforded. 
Since a 6 point scale was used on the PTAS and the ETAS, the maximum 
discrepancy score that a teacher could have would be a 5. Figure 3 
presents the distribution of the 90 mean discrepancy scores along the 5 
point scale. They ranged from a low of .04 to a high of 4.32. Figure 3 
also indicates, however, that same teachers desire a much greater degree 
of autonomy than they perceived, with more than a third (31 out of 90) 
of the teachers having discrepancy scores greater than 2.5, and 16% (14 
out of 90) above 3.0. Only one teacher indicated a greater perception 
of autonomy than desired. 
Since a major purpose of this study 'was to determine the nature and 
degree of dissatisfaction of elementary teachers in relation to the 
amount of autonomy afforded them in their work, it 'was necessary to 
identify those statements on the PTAS and ETAS that teachers indicated 
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Table 7 
Discrepancy Scores for Perceived Autonomy and Desired Autonomy 
Case Perceived 
Autonomy 
Desired 
Autonomy 
Discrepancy 
1 3.64 6.00 2.36 
2 3.89 5.61 
.71 
3 4.00 4.38 • u>
 
00
 
4 4.46 5.00 .54 
5 4.61 5.61 1.00 
6 2.04 5.79 3.75 
7 4.41 4.85 .44 
8 4.14 5.57 1.43 
9 4.21 5.75 1.54 
10 2.36 5.68 3.32 
11 3.82 4.68 .86 
12 4.21 4.46 .25 
13 3.79 4.32 .54 
14 4.00 5.29 1.29 
15 2.21 5.50 3.29 
16 4.36 
• » 
5.43 1.07 
17 3.43 3.86 .43 
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Table 7 continued 
Discrepancy Scores for Perceived Autonomy and Desired Autonomy 
Case Perceived 
Autonomy 
Desired Discrepancy 
Autonomy 
18 3.71 5.79 2.07 
19 4.32 5.82 1.50 
20 1.57 5.89 4.32 
21 4.76 5.33 .57 
22 4.11 5.07 .96 
23 4.68 5.61 .93 
24 2.57 5.18 2.61 
25 4.14 5.04 • CD
 
vx
> 
26 3.89 5.56 1.67 
27 4.32 4.86 .54 
28 3.89 5.52 1.63 
29 2.04 5.75 3.71 
30 2.29 5.89 3.61 
31 2.64 3.96 1.32 
32 5.21 5.29 .07 
33 3.54 5.57 2.04 
34 4.36 4.96 .61 
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Table 7 continued 
Discrepancy Scores for Perceived Autonomy and Desired Autonomy 
Case Perceived 
Autonomy 
Desired Discrepancy 
Autonomy had the greatest 
35 4.46 5.71 1.25 
36 4.43 5.96 1.54 
37 3.64 3.82 .18 
38 4.64 5.86 1.21 
39 2.86 5.86 3.00 
40 4.07 5.64 1.57 
41 4.64 5.25 .61 
42 4.43 5.93 4.10 
43 2.32 5.79 3.46 
44 4.46 5.96 1.50 
45 2.61 5.82 3.21 
46 4.11 5.36 1.25 
47 2.07 5.79 3.71 
48 4.39 5.32 .93 
49 2.89 5.54 2.64 
50 2.68 5.46 
• • 
2.95 
51 3.11 5.71 2.61 
52 3.75 4.18 .43 
53 3.96 5.14 1.18 
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Table 7 continued 
Discrepancy Scores for Perceived Autonomy and Desired Autonomy 
Case Perceived 
Autonomy 
Desired 
Autonomy 
Discrepancy 
54 2.54 5.32 2.79 
55 4.07 5.54 1.46 
56 4.39 5.46 1.07 
' 57 3.96 5.46 1.50 
58 3.61 5.61 2.00 
59 3.04 5.32 2.29 
60 2.46 6.00 3.54 
61 4.71 5.50 .79 
62 3.25 5.75 2.50 
63 3.11 5.79 2.68 
64 3.36 5.18 1.82 
65 2.82 5.71 2.89 
66 5.36 5.64 .29 
67 4.89 5.21 .32 
68 2.89 5.43 2.54 
69 2.89 5.75 2.86 
70 3.43 5.96 2.54 
71 3.25 5.46 2.21 
72 5.29 5.32 .04 
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Table 7 continued 
Discrepancy Scores for Perceived Autonomy and Desired Autonomy 
Case Perceived 
Autonomy 
Desired 
Autonomy 
Discrepancy 
73 2.79 5.46 2.68 
74 4.93 5.30 
.37 
75 3.21 5.46 2.25 
' 76 5.32 5.68 .36 
77 2.64 5.71 3.07 
78 2.89 5.75 2.86 
79 5.00 4.96 .04* 
80 3.04 5.57 2.54 
81 5.25 5.39 .14 
82 2.93 5.75 2.82 
83 4.61 5.57 .96 
84 3.43 5.61 2.18 
85 5.93 5.96 .04 
86 2.86 5.25 2.39 
87 3.36 5.54 2.18 
88 2.71 5.82 3.11 
89 2.86 5.50 2.64 
90 5.32 5.75 .43 
91 2.93 5.68 2.75 
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Figure 3 
Distribution of Teachers: Discrepancy Scores from the PTAS and 
DTAS 
19% 
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discrepancy. Such an indication would not only help to determine to 
what degree is there discrepancy between the perceived and desired 
degree of autonomy afforded elementary teachers, but would identify 
areas of dissatisfaction to be probed during subsequent interview 
sessions with teachers. 
Item Discrepancies frcm the PTAS and the DTAS 
Items for -which teachers indicated a discrepancy between their 
perceived and desired levels of autonomy are reproduced in Table 8. 
Although it is possible to group items in a number of ways, Table 8 
presents three item divisions: those scores that were less than 1.0, 
scores that were above 1.0 and, scores that were above 2.0. The purpose 
in presenting the items in this manner is to show which items indicated 
the greatest discrepancies, but not to discount those items that also 
had a moderate degree of discrepancy. 
Teacher evaluation, input sought by the administration, freedom to 
ignore teachers' manuals, and being included in curriculum decisions 
were the areas that had the largest discrepancies. Mean scores ranged 
in these areas frcm 2.35 to a high of 2.89. Other areas that had 
discrepancies above 2.0 were concerned with classroom activities, such 
as assessing learning rates for students and being able to determine the 
content of lessons, input into school-wide issues, and professional 
development opportunities that would directly affect their ability as 
teachers. 
Table 8 
Discrepancy Itans from the PTAS and the ETAS 
Item Question Discrepancy 
Discrepancy Items Greater than 2.00 
I I have freedom to determine the content 
of the subjects I teach. 2.22 
5 I am included in the decision making process 
when curriculum matters are being discussed 2.35 
9 I have freedom to ignore teachers' manuals. 2.37 
II I am involved in deciding how my work will 
be evaluated 2.89 
15 I am allowed to attend professional conferences 
that I feel will be beneficial for my students 2.15 
16 It is possible for me to participate in the 
selection of curriculum materials in my classroom 2.19 
19 I have freedom to offer an opinion on controversial 
issues in the school 2.23 
20 The administration seeks my opinion on matters 
of consequence 2.50 
24 I have freedom to make most of the decisions 
concerning my classroom that dictate the 
rate/pace of learning 2.28 
Table 8 continued 
Discrepancy Items from the PTAS and the DTAS 
Item Question 
Discrepancy Items Greater than 2.00 
26 My opinion is valued with regard to matters of 
consequence within the school 
Discrepancy Items Above 1.0 
2 I have freedom to create groups for 
reading instruction in my classroom 1.84 
3 I have freedom to create groups for 
math instruction in my classroom 1.03 
4 I have freedom to recommend students for special 
help and the recommendations will be accepted 1.67 
6 I have freedom to try new methods of instruction 
in teaching reading. 1.45 
7 I have freedom to try new methods of instruction 
in teaching math learned in workshops or 
graduate study. 1*20 
8 I have freedom to try new methods of instruction 
in teaching science learned in workshops or 
graduate study. 
10 I have freedom to determine how students will 
be evaluated in my class 
Discrepancy 
2.20 
1.52 
Table 8 continued 
Discrepancy Items from the PTAS and the DIAS 
Item Question Discrepancy 
Discrepancy Items Greater than 1.00 
12 I have freedom to add to the curriculum as it 
seems appropriate 1.83 
13 My judgment is valued in determining the need 
for special help for students. 1.42 
14 I have freedom to develop my own style of lesson 
planning in my classroom. 1.19 
17 I have freedom to add agenda items for faculty 
meetings. 1.15 
21 I have freedom to solve my own problems 
without interference from others 1.62 
22 I have freedom to use creative methods 
of teaching. 1.16 
23 I have freedom to make decisions at school that 
I feel I am capable of making 1.69 
27 I am allowed to attend professional conferences 
that I feel will enhance my career as a teacher 1.98 
28 My experience and expertise is taken into account 
when asked to serve on a committee 1.82 
Table 8 continued 
Discrepancy Items from the PTAS and the DTAS 
Item Question 
Discrepancy Items Less Than 1.0 
18 I have freedom to select committees upon 
which I wish to serve. 
25 I have freedom to make my own 
classroom rules. 
Discrepancy 
.97 
.49 
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Teachers indicated a moderate degree of discrepancy in professional 
development opportunities that may enhance their own careers, comnittee 
involvement responsibilities, being able to create groups for reading 
instruction, and having freedom to add to the curriculum. This 
suggested a degree of acceptability as regards teachers desire for 
autonomy in these areas. Mean scores in these areas ranged from 1.82 to 
a high of 1.98. In addition, statements concerned with a variety of 
decision making opportunities, such as recommending students for special 
services, applying new teaching strategies learned frcm workshops or 
graduate study, and evaluation of students had discrepancy scores that 
ranged from 1.11 to 1.69. 
Overall, the data indicates that more than one third of the 
teachers had discrepancy scores greater than 2.5, with an additional 16% 
having discrepancy scores above 3.0. Finally, 16 statements on the PTAS 
and DTAS had discrepancy scores above 1.0, with 10 of these having 
scores above 2.0. The data presented clearly show that teachers 
perceive they are afforded less autonomy in their workplace than they 
desire. The fact that teachers desire much more autonomy in their work 
underscores tie need to investigate the effects, if any, of this 
discontinuity. To accomplish that end, the following three sections 
will present data which reflect teacher job satisfaction and teacher 
defection. 
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Research Question _4 
What is the likelihood that elementary teachers who perceived low 
autonomy, but desire high autonomy, will experience low job satisfaction 
in their work, as measured on the Job Satisfaction Scale (JSS)? 
The data presented for the first three hypotheses suggested that the 
elementary teachers sampled perceived low autonomy, but desired high 
autonomy in their work. 
In the category of job satisfaction teachers responded to twenty 
statements on the subject. Their responses were recorded on a six point 
Likert-type scale fran 1 to 6 with "1" being defined as "essentially 
none" and "6" as "a very great amount." 
The job satisfaction mean scores for each respondent who perceived 
low autonomy and desired high autonomy are presented in Table 9. They 
i 
ranged from a low of 1.82 to a high of 4.55. Figure 4 is a histogram 
representing the distribution of job satisfaction mean scores along the 
6 point scale. The dotted columns represent those teachers who 
perceived low autonomy and desired high autonomy. They will be referred 
to as Group One teachers. There were a total of 37 Group One teachers 
identified in this study. The vertical columns represent all other 
teachers fran this study who are presented for the purpose of 
comparison. These clustered teachers are refered to as: Group Two 
teachers, teachers who perceive and desire high autonomy; Group Three 
teachers, teachers who perceive and desire low autonomy; and Group Four 
teachers, teachers who perceive high autonomy but desire low autonomy. 
There were a total of 54 teachers that comprised Groups Two through 
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Table 9 
Cases with Perceived Low Autonomy Mean Scores, Desired High Autonomy 
Mean Scores, and Low Job Satisfaction Mean Scores 
Case Perceived 
Autonomy 
Desired 
Autonomy 
Job 
Satisfaction 
6 2.04 5.79 2.50 
10 2.36 5.68 2.70 
15 2.21 5.50 2.50 
20 1 .57 5.89 2.10 
24 2.57 5.18 2.75 
28 3.89 5.52 4.25 
29 2.04 5.75 2.10 
30 2.29 5.89 2.95 
39 2.86 5.86 3.65 
Perceived Autonomy <3.50 
Desired Autonomy > 5.00 
Job Satisfaction < 5.00 
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Table 9 continued 
Cases with Perceived Low Autonomy Mean Scores, Desired High Autonomy 
Mean Scores, and Low Job Satisfaction Mean Scores 
Case Perceived 
Autonony 
Desired 
Autonony 
Job 
Satisfaction 
43 2.32 5.79 2.00 
45 2.61 5.82 2.35 
47 2.07 5.79 2.05 
49 2.89 5.54 3.15 
50 2.68 5.46 2.95 
51 3.11 5.71 4.55 
54 2.54 5.32 3.65 
59 3.04 5.32 3.65 
60 2.46 6.00 2.50 
62 3.25 5.75 2.50 
Perceived Autonomy <3.50 
Desired Autonomy > 5.00 
Job Satisfaction < 5.00 
Table 9 continued 
Cases with Perceived Low Autonomy Mean Scores, Desired High 
Autonomy Mean Scores, and low Job Satisfaction Mean Scores 
Case Perceived 
Autonomy 
Desired 
Autonomy 
Job 
Satisfaction 
63 3.11 5.79 2.68 
64 3.36 5.18 1.82 
65 2.82 5.71 3.55 
68 2.89 5.43 3.30 
69 2.89 5.75 3.75 
70 3.43 5.96 2.10 
71 3.25 5.46 3.75 
73 2.79 5.46 3.50 
75 3.21 5.46 3.30 
77 2.64 5.71 3.30 
78 2.89 5.75 3.65 
80 3.04 5.57 3.25 
82 2.93 5.75 3.75 
Perceived Autonomy < 3.50 
Desired Autonomy > 5.00 
Job Satisfaction < 5.00 
Table 9 continued 
Cases with Perceived Low Autonomy Mean Scores, Desired High 
Autonomy Mean Scores, and Low Job Satisfaction Mean Scores 
Case Perceived 
Autonomy 
Desired 
Autonomy 
Job 
Satisfaction 
84 3.43 5.61 3.40 
86 2.86 5.25 3.30 
87 3.36 5.54 3.35 
88 2.71 5.82 2.95 
89 2.86 5.50 3.30 
91 2.93 5.68 2.90 
Perceived Autonomy < 3.50 
Desired Autonomy > 5.00 
Job Satisfaction < 5.00 
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Figure 4 
Distribution of Teachers: Job Satisfaction Mean Scores 
30% 
Ranges 1 .5 2.0 2.5 3.0 3.5 4.0 4.5 5.0 5.5 6.0 
Dotted = Group One 
Vertical = Groups Two, Three and Four 
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Four. 
Figure 4 clearly indicates that Group One teachers had lower job 
satisfaction mean scores than the teachers in the other three groups. 
Seventy-three percent (27 out of 37) of Group One teachers had mean 
scores below 3.50, the mid-point of the scale, with only 10% (6 out of 
54) of the teachers in the other three groups having scores below 3.50. 
Figure 4 also indicates, however, that 97% (36 out of 37) of Group One 
teachers had mean scores less than 4.50, with 52% (28 out of 54) of the 
other groups having teachers' means scores below 4.50. The remaining 
48% (26 out of 54) of the teachers in Groups Two through Four had mean 
scores above 4.50, with 20% (11 out of 54) having scores above 5.0. 
It was assumed that people desire job satisfaction (Hoppock, 1935; 
Smith, 1969; Holland & Nichols, 1964; Chapman & Hutchinson, 1982). 
Accordingly, it was expected that teachers would select either a five or 
i 
a six on a Likert-type scale if they perceived that their job 
satisfaction was high on any of the twenty statements on the JSS. This 
is similar to the criterion used on the ETAS, where teachers selected 
either a 5 or 6 to indicate their desire for autonomy in their 
workplace. As a consequence of this, and since almost half of the 
entire sample was either near or above 5.00 on the JSS, the mean score 
of 5.0 will be used as the criterion for distinguishing indication of 
low job satisfaction. 
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JSS Items with Mean Rankings Below 5.0 
Items for which teachers' mean ranking scores below 5.0 are 
reproduced in Table 10. They ranged from a low of 2.12 to a high of 
4.83. A toal of 18 items out of 20 had mean teacher rankings below 
5.0. In addition, 20% (4 out of 20) had scores below 3.0, 40% (8 out of 
20) of the items had scores below 4.0, with 50% (10 out of 20) having 
mean scores oetween 4.0 and 5.0. The fact that only 2 items had mean 
scores above 5.0 indicates that many teachers were not happy with their 
jobs. 
Although it is possible to group the items in a number of ways, 
Table 10 presents 3 item divisions: item scores below 3.0, item scores 
between 3.0 and 4.0, and item scores between 4.0 and 5.0. 
Status associated with teaching, advancement opportunities, 
i 
preparation time for lessons, and assigned duties were the areas in 
which teachers indicated their least satisfaction. In addition, a 
variety of problems with administration, class size, and scheduling were 
areas in which teachers indicated less than optimum satisfaction. 
Teachers indicated that their satisfaction with teaching as a 
career, their relationship with their principals, the way their union 
handles problems, and their overall job satisfaction were relatively 
low. In addition, items that measured teachers' perceptions concerning 
the education their school systems were providing for their students, 
along with their general satisfaction with being elementary teachers, 
were areas that had mean scores below 5.0. 
Table 10 
Job Satisfaction Items from the JSS 
Item Question Mean 
Job Satisfaction Items Below 3.0 
9 I am satisfied with the status 
given to teaching. 2.14 
12 My position offers a reasonable 
possibility for advancement. 2.12 
18 I am satisfied with the time allotted 
for my preparation of lessons. 2.69 
19 I am satisfied with the number of duties 
assigned beyond my classroom responsibilities. 2.56 
Job Satisfaction Items Below 4.0 
6 I am satisfied with the way my administration 
handles problems for me. 3.81 
7 I am satisfied with the way my central 
administration handles problems for me. 3.23 
13 I am satisfied with my class size. 3.96 
17 I am satisfied with my daily schedule 
of specialists and teaching time. 3.27 
Table 10 continued 
Job Satisfaction Items from the JSS below 5.0 
Item Question Mean 
Job Satisfaction Items Below 5.0 
1 I am satisfied with teaching as a career. 4.26 
2 I am satisfied with being an alementary teacher. 4.60 
3 I am satisfied with my present assignment. 4.45 
4 I am satisfied with my relationship with 
my principal. 4.12 
5 I am satisfied with my relationships in 
school with my colleagues. 4.83 
8 I am satisfied the way my association or union 
handles problems for me. 4.05 
10 With all things considered, I am satisfied 
with my job. 4.18 
14 I am satisfied with the materials allotted 
for my classes. 4.09 
15 I am satisfied with the physical environment. 4.56 
20 With all things considered, I am satisfied with 
the education my school system is providing 
for my students. 4.34 
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Overall, the data suggest that teachers who perceived low autonomy, 
but desired high autonomy, experience low job satisfaction in their 
'■work. This was in contrast to those teachers whose levels of perceived 
and desired autonomy more closely matched. Although most teachers 
sampled indicated less than complete job satisfaction, the data clearly 
indicate that Group One teachers are much less satisfied with their jobs 
than teachers in the other three groups. The comparison of Group One 
teachers to the other three groups, presented in Figure 4, further 
co^^ooo^catss this evidence. Given teachers1 perceptions of autonomy and 
job satisfaction, there was compelling logic for asking whether a 
consequence might be intention to leave the profession. 
Research Question 5 
Is there a greater likelihood that elementary teachers who perceive 
low autonomy, desire high autonomy, and have low job satisfaction, will 
be planning to leave the teaching profession than teachers who have 
lower desire for autonomy and greater job satisfaction? 
The data concerning the likelihood of teachers leaving the 
profession were obtained frcm the responses on a six-point Likert-type 
scale of 3 statements. The teachers' responses were recorded on a scale 
frcm 1 to 6 where "1" was defined to be "essentially not a possibility" 
and "6" was defined to be a "very great amount". 
Table 11 presents the teachers' responses to the three statements 
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Table 11 
Cases with Intent to Remain in Teaching 
Intention 1 z I intend to be teaching 5 years from now. 
Intention 2: I will remain in teaching if changes are made within the 
next five years which increase my freedom to be a teacher. 
Intention 3: I will remain in teaching regardless of whether or not 
there is an increase in my freedom. 
Case Intention 1 Intention 2 Intention 3 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
5 
6 
6 
4 
1 
3 
6 
6 
5 
4 
* 
* 
* 
* 
6 
5 
* 
* 
* 
* 
5 
6 
6 
5 
* 
* 
6 
4 
5 
2 
* = indicates teacher would not have responded to this statement on the 
questionnaire 
87 
Table 11 continued 
Cases with Intent to Remain in Teaching 
Case Intention 1 Intention 2 
11 
12 
13 
14 
\ 
15 
16 
17 
18 
19 
20 
21 
22 
23 
6 
3 
6 
6 
5 
6 
6 
5 
6 
6 
6 
* 
* 
1 
* 
* 
* 
* 
* 
* 
* 
* 
* 
* 
Intention 3 
6 
6 
* 
6 
4 
5 
4 
1 
6 
4 
6 
6 
6 
* = indicates teacher would not have responded to this statement on the 
questionnaire 
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Table 11 continued 
Cases with Intent to Remain in Teaching 
Case Intention 1 Intention 2 Intention 3 
24 2 4 * 
25 5*5 
26 6*6 
27 
\ 
6*6 
28 6*6 
29 2 6 * 
30 5*5 
31 6*5 
32 6*6 
33 3 6 * 
34 3 3 * 
35 6*5 
36 1 4 * 
37 6*5 
* = indicates teacher would not have responded to this statement on the 
questionnaire 
t 
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Table 11 continued 
Cases with Intent to Remain in Teaching 
Case 
38 
39 
40 
41 
42 
43 
44 
45 
46 
47 
48 
49 
Intention 1_ 
6 
3 
6 
4 
6 
1 
3 
4 
6 
2 
6 
4 
Intention 2 
* 
5 
* 
* 
* 
5 
6 
* 
* 
5 
* 
* 
Intention 2 
6 
* 
5 
4 
6 
* 
* 
1 
6 
* 
* 
2 
* = indicates teacher would not have responded to this statement on the 
questionnaire 
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Table 11 continued 
Cases with Intent to Remain in Teaching 
Case 
50 
51 
52 
53 
\ 
54 
55 
56 
57 
58 
59 
60 
61 
62 
63 
64 
Intention 1_ 
5 
6 
5 
6 
6 
6 
6 
4 
5 
2 
1 
5 
5 
5 
3 
Intention 2 
* 
* 
* 
* 
* 
* 
* 
* 
* 
5 
5 
* 
* 
* 
5 
Intention 3 
2 
5 
4 
5 
5 
4 
6 
4 
3 
* 
* 
5 
5 
4 
* 
* = indicates teacher would not have responded to the statement on the 
questionnaire 
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Table 11 continued 
Cases with Intent to Remain in Teaching 
Ca.se Intention 1 Intention 2 
65 6 * 
66 6 * 
67 6 * 
68 2 4 
69 4 * 
70 1 2 
71 4 * 
72 6 * 
73 1 5 
74 5 * 
75 3 5 
76 4 
77 5 
Intention 3 
5 
6 
6 
* 
4 
* 
4 
4 
* 
5 
* 
4 
4 
* = indicates teacher would not have responded to this statement on the 
questionnaire 
Table 11 continued 
Cases with Intent to Remain in Teaching 
Case 
78 
79 
80 
81 
82 
83 
84 
85 
86 
87 
88 
89 
90 
91 
Intention 1_ 
4 
5 
5 
4 
6 
6 
3 
6 
5 
4 
1 
4 
6 
2 
Intention 2 
* 
* 
* 
* 
* 
* 
5 
* 
* 
* 
5 
* 
* 
4 
Intention 3 
2 
5 
5 
4 
5 
5 
* 
6 
3 
2 
* 
3 
6 
* 
* = indicates teacher would not have responded to this statement 
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fran the initial questionnaire. Teachers responded to statements on the 
questionnaire as to their intentions to remain in teaching. All of the 
teachers who participated in the study responded to the first statement. 
This statement was concerned with the probability that a teacher planned 
to remain an active member of the profession for the next five years. 
Teachers responded on 1 to 6 Likert-type scale with "1" meaning 
essenuially not a possibility and 116" indicating a very strong 
possibility. 
Teachers who responded with a number between "1" and "3" on the 
initial question (indicating there was sane possibility they would not 
remain in teaching the next five years) were asked to respond to the 
second statement on the questionnaire page. This statement was 
concerned with whether teachers would change their minds about the 
length of time they would remain in the profession if they were given 
greater autonomy. Those teachers did not respond to the third 
statement. 
Teachers who responded to the initial statement with a 4 to 6 on 
the Likert-type scale were asked to respond to the third statement. This 
statement dealt with the probability of teachers remaining in teaching 
regardless of whether or not there was an increase in their autonomy. 
These teachers were asked not to respond to the second question on the 
questionnaire. 
The first purpose in having the teachers respond to the questions 
in this manner was to identify those who indicated they were not likely 
to remain in teaching. The second purpose of this section of the 
questionnaire was to provide further insight into tne disposition of L-ne 
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four previously identified groups of teachers regarding their intentions 
to remain in teaching. The third purpose was to provide the final 
criterion for selecting teachers to participate in follow-up interviews. 
Table 12 presents the comparison between the four groups of 
teachers (assigned according to their levels of perceived and desired 
autonomy) with regard to their intention to leave teaching. Table 12 
also shows the total difference in the number of teachers who selected a 
11 2f or 3, on the 6 point scale versus those -who selected a 4, 5, or 6. 
These are important data in determining the intention of teachers to 
leave teaching due to their perceived levels of autonomy. 
\ 
Teachers in Group One who selected a lower number on the scale were 
indicating a greater likelihood of defection than those who selected a 
higher number. A total of 16 teachers selected either a 1, 2, or 3. A 
total of 21 teachers selected either a 4, 5, or 6. This may be compared 
to Group Two teachers where only 3 teachers in Group Two selected a 1, 
2, or 3, but 39 teachers selected numbers above a 3. A combination of 
Groups Three and Four indicated only 2 teachers selected a 3, but the 
remaining 12 teachers selected either a 4 or 5. 
Although Group One teachers selected lower numbers on the scale, 
there is no conclusive way of determining that they actually will leave 
the teaching profession. Those data indicate, however, that Group One 
teachers perceive themselves as giving consideration to leaving 
teaching. Teachers whose perceptions and desires concerning autonomy on 
the job were more congruent, rarely held such perceptions. 
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Table 12 
Autonomy Groups with Intention to Remain in Teaching 
Scale Selection Numbers 
Indicating Likelihood of Defection 
Group Greater Lesser 
1 2 3 4 5 6 
Group One 
N = 37 
5 6 5 9 8 4 
Group Two 
N = 42 
1 0 2 5 6 28 
Group Three 
N = 2 
0 0 0 0 2 2 
Group Four 
N = 10 
0 0 2 0 2 6 
Column Total 6 6 9 14 18 38 
N = 91 
96 
The fact that 16 out of 37 teachers indicated a possibility of 
defection underscored the need to explore the degree and nature of their 
dissatisfaction. Accordingly, teachers were interviewed who indicated a 
difference in their perceived levels of autonomy, some degree of 
dissatisfaction with their jobs, and possible defection from teaching. 
The last section of this chapter will discuss the process used to 
conduct the interviews. Finally, data gathered during the interview 
process will be presented. 
Interviews 
The purpose of the interview section was to discuss the data 
gathered through interviews with 10 teachers. The instrument used to 
gather data was an interview guide which was designed to probe the 
attitudes of elementary school teachers who had indicated 
dissatisfaction with their jobs and given some consideration to leaving 
the teaching profession. 
Development of the Interview Guide 
Ifte interview guide divided questions into categories which were 
developed from data gathered on the initial questionnaire. These were: 
(1) aspects of teaching, (2) non-teaching decision making, (3) 
professional development opportunities, (4) aspects of job satisfaction, 
and (5) intention to remain in teaching. 
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Introductory questions or statements were developed for each 
category to outline the issues to be explored with each teacher. The 
interview guide served as a basic checklist during the interview to 
ensure that all relevant categories were covered during the interview 
session (see Appendix A). The interview guide was flexible, avoiding a 
rigid structure that would inhibit interaction during the interviews. 
The guide provided a framework for the dialogue between the researcher 
and the teacher. 
Interview Setting 
All of the interviews were held in the classrooms of the teachers 
who participated in this study. Each teacher was encouraged to discuss 
her own perceptions under each category. The interviews covered the 
topics on the interview guide, and also those issues that arose 
spontaneously as the interviews progressed. Other themes which were 
developed are presented as additional data in the analysis section of 
the interviews. Overall, the teachers responded thoughtfully and 
carefully to the questions, and provided considerable data on autonomy 
and areas of dissatisfaction that may lead to teacher defection. 
Selection of Teachers 
► • 
The selection of the 10 teachers was based upon responses on the 
initial questionnaire. A list of respondents was developed who had 
indicated dissatisfaction in their teaching positions, perceived lew 
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autonomy, desired high autonomy, and indicated they may leave the 
teaching profession. These teachers all had scores on the initial 
questionnaire that were below 3.50 on the PTAS, above 5.00 on the OTAS, 
below 5.00 on the JSS, and indicated seme tendency towards defection on 
the IRTS. 
How the Data was Analyzed 
Of the 10 interviews conducted, 6 were taped and then transcribed 
for data analysis. A written record of responses was prepared for those 
teachers who declined to be taped. Anonymity was reaffirmed to all 
teachers who agreed to be interviewed. 
The tape-recordings were transcribed after the interviews and 
reviewed with any supplemental notes taken. The notes, together with 
i 
the transcripts, constituted the interview data. For interviews that 
were not tape recorded the investigator relied solely on the notes taken 
during the session. 
Recurring statements made by the teachers during the interviews 
were compared to the categories from the interview guide. Statements 
that were directly associated with autonomy as it related to job 
satisfaction or teacher defection were listed for further review. The 
data were then reviewed for a final time to ensure that all information 
gathered during the interviews had been considered and placed under the 
proper category for presentation. Data which were not directly related 
to the purpose of this study, but important to other aspects of the 
teaching profession, also were listed for presentation as an addendum. 
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Presentation of the Data 
Aspects of Teaching 
Th® fir^t issue explored, with tne teachers concerned those aspects 
of teaching which led to perceptions of low autonomy. These aspects 
were defined as: (1) control over selection of curricula, (2) freedom to 
determine instructional levels and movement of students, (3) freedom to 
evaluate students, and (4) freedom to dictate the pace and rate of 
students' learning. 
During the interviews, teachers emphasized the importance of having 
the freedom to direct their classrooms. The teachers felt that their 
teaching autonomy was at best, "inadequate", and at most, "misleading", 
in that they are not always allowed to do all they can with their 
students. They stated that the job should make some clear distinctions 
i 
among the various tasks associated with instruction, such as curriculum 
selection, student evaluation, and directed student learning, and that 
they should have direct control over when and how these tasks should be 
accomplished. Teachers indicated that accountability, either to 
supervisors or parents, often discouraged them from expressing their 
feelings. Teachers, however, suggest the level of frustration has 
reached the point where there is evidence of change. 
I have freedom, somewhat, within my classroom... but ic 
depends upon the outcomes related to accountability... . 
My restriction in my room is due to my fear of going too 
far because X do not want any repercussions. My hands 
are tied and this is very frustrating. 
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I am going to give my opinion a lot more, use my power 
and freedom that I should have... I know what is best 
and suitable for children. 
The lack of autonomy was a source of frustration to the teachers who 
viewed it as necessary to performing jobs. In discussing specific 
areas of autonomy where frustration was evident the following comments 
were made: 
I have felt that I always have the right to move students 
up, but not trusted to move them down to their in¬ 
structional levels. This really bothers me. I am 
extremely competent and sick of this happening in my 
classroom. 
When I screen kindergarten children for entrance, I 
state what is best for them, but usually nobody listens. 
The person(s) making the decisions on learning for the 
children do not know what things have to happen or have 
happened for them (children) to learn daily, but I do. 
Most of the people who make these decisions do not 
have experience with children like I have. 
One teacher's ccmments concerning lack of autonomy typified the 
feelings of most respondents:. 
The people who are working with the children should 
have the greatest say to who should go into and what 
should go on in a classroom, curricula to be taught, 
and simply direct the learning experience. 
When asked to define "greatest" in terms of the quoted comment above, 
this teacher responded "as substantial as 90%". 
It is important to note that the teachers consistently viewed 
lack of autonomy as a common problem which impacted all teachers. 
Teachers felt very strongly about the lack of autonomy in their work 
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The control over curricula, the determination of instructional levels, 
and most importantly, the direction of learning experiences were areas 
that received considerable attention during the interviews. It 
appeared that the frustrations expressed by the teachers concerning 
their lack of teaching autonomy had an important impact on the other 
categories explored during the interviews. 
Non-Teaching Decision Making Opportunities 
The non-teaching decision making opportunities included the 
inability to provide input that would be considered by the 
administration, and the privilege serving on committees as true 
volunteers and not as "space fillers". 
The teachers had strong feelings about their lack of freedom to 
advise the administration and have their advice be seriously 
i 
considered. Teachers clearly felt that they had made repeated 
attempts to be involved in the decision-making process, but had little 
success. 
Sometimes, I will go to the principal and voice my 
opinion hoping (that) he would give my input to the 
other principals or assistant superintendent. 
It is frustrating because there is no 
way around the middle channel of communication... 
if I try, they will tell me to talk to the principal 
first. I never know if he really considers what I 
offer or not. 
During the interviews, it was evident that teachers felt that 
their principal fourri it difficult to separate their individual 
classroom needs frati whole school needs. They frequently stated that 
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their principal often reminded them of this causing teachers to doubt 
the importance of their input. The teachers stated that rather than 
being encouraged to offer opinions, they were warned by principals 
against too much talking" and not taking "enough time to assess the 
real reasons for their concerns". Teachers did acknowledge the 
administrator as being the decision-maker for the school, but felt 
frustrated by the administration's insensitivity toward allowing them 
to influence the school's operation or direction. They did not view 
their advice as usurping the role of the administrator, but rather as 
mutually beneficial: 
That is the only advice I've ever got from my 
principal after 11 years - 'take time and reflect 
on what you are saying'. The expectation of my 
principal is for me to stay in my classroom and do 
my job and leave the decisions to her. She does not want 
my help or opinion, although I think my opinion 
may even make her job easier. 
The freedom to participate on committees, though not directly 
classroom related, was a second issue important to teachers. Most of 
the teachers agreed with one respondent who said "administrators ask 
me to serve on a committee because they need people, not for my 
experience in an area" and stated that they truly enjoyed serving on 
canmittees of interest that would help the school. They resented the 
memorandums which assigned teachers to committee work with little 
consideration given to their experience or desire to participate. 
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Professional Development 
The teachers' autonomy to make decisions outside of their 
classrooms involved their professional development and input into the 
evaluation process. Teachers wanted to be involved in the evaluation 
of their teaching and their professional development and proposed 
different avenues to accomplish this. Many felt that "evaluation 
should be an ongoing process that is shared by the supervisor and the 
teacher to improve teaching... not a canned operation." According to 
the teachers, the clinical supervision approach, an approach where 
there is a constructive plan developed by the teacher and 
administrator on a given lesson for the sole purpose of improving 
student learning, was the most effective, but could not be used to 
i 
truly evaluate teachers if "rigid rules" were applied that were 
non-negotiable. 
To evaluate me on two formal lessons that were not discussed 
prior to the observation is not true evaluation nor is it 
clinical supervision. You can't decide whether a teacher 
is good or bad on two meetings or sessions like this. 
... but this is an area we can not talk about (in school). 
Teachers frequently stated that one of the best places to learn to be 
a better teacher was through attendance at conferences. They stated 
that careful selection of a conference session ecu Id be a very 
worthwhile experience for the teacher, school, and students. The 
thought of being allowed only a few days per year to attend 
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conferences, though frequently admitted a contractual matter, was a 
frustrating point for teachers. Many teachers felt that the 
administration should consider requests to attend beneficial 
conferences or workshops without fear of contractual violations if 
they felt that the conference would benefit the school. Most school 
systems have a policy called "excused by administration" for this 
purpose. 
I feel that I should be able to go to a conference or 
workshop that would benefit me or my children .. .but I 
am on a two day limit. If it is a good conference there 
should be little question about my going. I do not 
take days off - I go to learn and then bring back to 
my school and classroom something to share. 
Opportunity should be there if I think it is important. 
I should be able to pursue it. You know [as a principal] 
what I have to do just to attend the kindergarten 
conference. 
i 
The teachers' ability to influence decisions that are not 
directly concerned with classroom instruction emerged as an issue in 
nearly all of the interviews. The areas given the most attention 
were: ability to offer input to the administration, evaluation 
process, opportunities for professional development, and committee 
assignments. The allowance for teachers to have greater input into 
these areas, together with those related to specific aspects of 
teaching, clearly was related to the degree of dissatisfaction and the 
• » 
tendency to consider leaving the profession. 
Teacher Dissatisfaction Related to Remaining in Teaching 
A particular series of questions was designed to (1) allow 
teachers to indicate what must be changed to lessen their 
dissatisfaction and, (2) determine specific areas which, if not 
changed, may cause teachers to defect from the teaching profession. 
The data presented indicate that failure to allow teachers to do 
their jobs as they perceive them has created a high degree of job 
dissatisfaction that may lead to defection from the teaching 
profession. Teachers felt they were "... not making the primary 
decisions about classroom goals, " nor were they "planning and 
implementing strategies that would affect student outcomes". There 
were constant references to teachers being told " ... "what to do, 
when to do it, and how to do it". Some examples of comments relating 
i 
to dissatisfaction were: 
There must be a change in my ability to make 
certain decisions instead of always being told 
everything and treated like a second class citizen. 
I want to be treated like the professional I am and 
be allowed to teach what is best for my children. 
... and have greater input into what is planned for me 
and planned for my children. 
Teachers were asked to specify what affect lack of input had in their 
work. A number of teachers agreed with the sentiments expressed in the 
following statement: 
I am so frustrated and fed up with all of this, 
if I could find another job that paid even close 
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to my salary... I would leave immediately. Do not 
get me wrong, I love children, what I do, but want 
very much to work with a clear conscience that I 
am doing all I can and should in my work. I can not 
do this if I am ah/rays stifled every time I offer 
my opinion. 
Other teachers were not this direct, but still indicated that 
defection was a possibility if they were not allowed greater input 
into their work. Two categories cited by teachers as major areas of 
concern were identified during this series of questions as primary 
areas of dissatisfaction which could lead to defection: input into 
curricula selection, and planning strategies that affect learning 
outcomes. 
Another area which received a great deal of attention was teacher 
evaluation. Teachers, while not seeking the elimination of 
i 
evaluation, felt that it should be supportive and should be a "give 
and take proposition" with their supervisors. Specifically, two 
themes emerged concerning evaluation: (1) help teachers to learn new 
strategies that they could use in their classrooms, and (2) make the 
process more cooperative between teacher and supervisor. 
Teachers frequently ccmmented on evaluation versus supervision. 
Most teachers expressed their dissatisfaction with the term evaluation 
when it was used in place of supervision. Teachers felt tha^ 
evaluation was job threatening and should not be used in a clinical 
sense. Teachers stated that most, if not all, teachers do a good job, 
and could learn much more from a process which was not solely critical 
and should encourage them to improve their work. Teachers felt that 
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cooperation between themselves and the administration was necessary to 
initiate a positive clinical process. 
Either use my input into evaluation for children and 
teachers alike, or admit that it is an elimination 
process. I know I am doing a good job and have been 
for many years. It really bothers me though ... knowing 
that at any time I could be considered a poor teacher 
without my having much of a chance to change my 
evaluation. How can it, it is a one-way street. 
This teacher's frustration was shared by 8 of the 10 teachers 
interviewed. When asked to clarify the statement concerning "a one-way 
street", the teacher responded that too much input by the teacher 
could cause resentment by the supervisor and possibly result in a poor 
evaluation. It is important to note that most of the teachers felt 
that the evaluation process should be interactive. Along with this, 
solutions suggested by teachers were by collective bargaining, through 
discussions with administrators, or through a program of peer 
evaluations. 
The interviews with the teachers clearly indicated that freedom 
to influence various aspects of teaching which affect student 
learning, and the type of teacher evaluation presently in use were the 
two major areas of discontent. Although not directly relevant to this 
study, teachers often complained about non-teaching clerical tasKs 
which take away from their teaching time. In addition, concern was 
often expressed with regard to the public status of teaching. 
Chapter V 
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 
One purpose of this study was to probe the attitudes of 
elementary teachers with respect to teacher autonomy, perceived and 
desired, and its relation to job satisfaction. A second purpose of 
this study to probe the attitudes of elementary teachers as to the 
degree and nature of dissatisfaction among those who indicated they 
were dissatisfied teachers. 
The study was conducted in the fall of 1987. Six kindergarten to 
fifth grade elementary schools in four different Massachusetts school 
systems were selected for this study. 
From the six schools, elementary classroom teachers with a 
minimum of tliree year's teaching experience were asked to complete a 
screening questionnaire. The purpose of this questionnaire was to 
determine the teachers' perceived and desired levels of autonomy, and 
to elicit information on levels of job satisfaction and intentions to 
remain in the teaching profession. 
Certain teachers were selected as candidates for follow-up 
interviews. They fit the profile of those wanted for further study by 
desiring a high level of work autonomy, but perceiving law autonomy, 
experiencing law job satisfaction and indicating they would probably 
not be teaching in five years. The purpose in interviewing these 
teachers, referred to hereafter as Group One teachers, was to gather 
additional data to detenaine the degree of dissatisfaction and to 
identify the specific areas where the perceived lack of autonomy 
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resulted in low job satisfaction and the intention to leave the 
teaching profession. 
The results of the initial questionnaire and the follow-up 
interviews provided a perspective for addressing the issue of autonomy 
among elementary teachers. These results may provide additional 
information which could be used in helping to keep qualified and 
experienced teachers in the teaching profession. To develop a research 
base to address these issues, five research questions were developed 
to gather the information needed to draw conclusions and make 
recommendations for further study. They were: 
1. To what degree do elementary teachers perceive they have autonomy 
in their work, as measured on the Perceived Teacher Autonomy Scale 
(PTAS)? 
2. To what degree do elementary teachers desire autonomy in their 
i 
work, as measured on the Desired Teacher Autonomy Scale ( ETAS)? 
3. To what degree is there discrepancy between the perceived and 
desired degree of autonomy afforded elementary teachers in their work, 
as measured by the difference between scores on the Perceived Teacher 
Autonomy Scale and Desired Teacher Autonomy Scale? 
4. What is the likelihood that elementary teachers who perceive low 
autonomy, but desire high autonomy, will experience low j ob 
satisfaction in their work as measured on the Job Satisfaction Scale 
(JSS)? 
5. Is there a greater likelihood that elementary teachers who 
perceive low autonomy, desire high autonomy, and have lew job 
satisfaction, will be planning to leave the teaching profession than 
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teachers who have lower desire for autonomy and greater job 
satisfaction? 
The next section will summarize the findings from each research 
question. 
Research Question 1_ 
To what degree do elementary teachers perceive they have autonomy 
in their work, as measured on the Perceived Teacher Autonomy Scale 
(PTAS)? 
The degree of autonomy elementary teachers perceive to have in 
their work was measured by the Perceived Teacher Autonomy Scale. A 
mean score from the PTAS was calculated for each teacher. A score of 
3.50 was used as the criterion for distinguishing indication of high 
and low autonomy. 
i 
The mean scores of the teachers sampled on the PTAS ranged from a 
low of 1.57 to a high of 5.93. The data indicated a fairly normal 
distribution of means suggesting that teachers perceived a moderate 
degree of autonomy in their work. The data further indicated, 
however, that approximately a third of these teachers perceived 
minimal autonomy as their mean rating scores were less than 3.0 with a 
tenth below 2.5. 
Out of the 28 statements that teachers responded to on the PTAS, 
12 of the statements had mean scores that were less than 3.50. The 
mean scores of the 12 statements ranged from a lew of 2.38, hew 
teachers' work will be evaluated, to a high of 3.48 for an item that 
was concerned with teachers' ability to add to curriculum. These 12 
Ill 
statements were graiped into three categories for data presentation. 
They were (1) aspects of autonomy related to teaching or instruction, 
(2) non—teaching decision-making freedom and, (3) orofessional 
development opportunities for teachers. 
Research Question 2 
To what degree do elementary teachers desire autonomy in their 
work, as measured on the Desired Teacher Autonomy Scale ( ETAS)? 
Teachers who participated in this study were asked to indicate to 
what degree do they desire autonomy in their work. The ETAS, Desired 
Teacher Autonomy Scale with a 5.00 mean score criterion level as the 
benchmark for high desired autonomy, was used to measure this desire. 
The data indicated that teachers desired considerable autonomy in 
their work. The teachers' mean scores on the ETAS ranged frcm 3.82 to 
6.00. Eighty-six percent of the teachers (78 out of 91), however, had 
mean scores that were greater than 5.00, with over half of the 
teachers having mean rating scores above 5.50 A score of 6.0 
indicated absolute desire for a teacher in all the areas related to 
autonomy addressed in this study. 
Out of the 28 statements on the ETAS, 26 (or 92%) of the 
statements had mean scores that were above 5.0. The mean scores of 
the 26 statements ranged frcm 5.24, on the freedom to determine 
student evaluation, to a strong 5.84, for freedom to use creative 
methods in teaching. The data concerned with this question clearly 
showed the desire of teachers to be autonomous in their work. This 
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desire for autonomy was then compared to the amount of autonomy 
perceived by the teachers. 
Research Question 3 
To what degree is there discrepancy between the perceived and 
desired degree of autonomy afforded elementary teachers in their work, 
as measured by the difference between scores on the Perceived Teacher 
Autonomy Scale and Desired Teacher Autonomy Scale? 
Data gathered for perceived and desired autonomy indicated a 
discrepancy between the perceived mean scores and desired mean scores 
of the elementary teachers who participated in this study. 
A formula of subtracting the teachers' perceived autonomy mean 
score frcm their desired autonomy mean score was used to calculate the 
discrepancy. The range of discrepancy scores was frcm a low of .04 to 
i 
a high of 4.32. Sane teachers indicated that they desire a much 
greater degree of autonomy than they perceived. Thirty-four percent 
(31 out of 90) of the teachers had discrepancy scores greater than 
2.5, with 16% (14 out of 90) above 3.0. Only one teacher indicated a 
greater perception of autonomy than desired. 
Out of the 28 statements that measured the discrepancy between 
the PTAS and ETAS, 86% (24 out of 28) of the statements had 
discrepancies between 1.0 and 2.4, with almost 8% less than 1.0 and 7% 
greater than 2.5. A further breakdown of item discrepancies showed 
that 18 out of 28 statements had discrepancies of at least 1.5, with 
10 out of 28 statements having a discrepancy above 2.0. 
Overall, the data frcm teacher mean scores and item analyses 
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indicated a discrepancy between teachers perceived and desired 
autonomy levels. The effect of this discrepancy upon job satisfaction 
was the next focus of the study. 
Research Question A 
What is the likelihood that elementary teachers who perceive low 
autonomy, but desire high autonomy, will experience low job 
satisfaction in their work as measured on the Job Satisfaction Scale 
. (JSS)? 
All teachers responded to the Job Satisfaction Scale. The scale 
consisted of 20 statements measuring teachers' job satisfaction in 
relation to teaching and autonomy. The data gathered on the JSS were 
used to determine the level of job satisfaction of all teachers and 
i 
particularly, those teachers who had perceived low autonomy while 
desiring high autonomy. Those teachers were referred to as Group One 
teachers for the purpose of this study. 
The purpose of this question was to determine whether Group One 
teachers were likely to have lew job satisfaction as measured on the 
Job Satisfaction Scale. A mean score greater than 5.0 was determined 
to be the criterion level in determining the degree of a teacher's job 
satisfaction. Teachers whose scores were below 5.0 were determined to 
have less than satisfactory job satisfaction. 
The range of mean scores of Group One teachers from the JSS 
ranged frem a low of 1.82 to a high of 4.55. Seventy-three percent 
(27 out of 37) of Group One teachers had mean scores below 3.50, with 
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97% (36 out of 37) having mean scores less than 4.50. This was 
compared to those teachers who had more congruent levels of perceived 
and desired autonomy. Almost one-half of these teachers' scores were 
above 4.50, with 20% above 5.0. 
A total of 18 out of 20 statements on the JSS were below 5.0. In 
addition, 40% (8 out of 20) of the items had scores below 4.0, with 
the other 50% (10 out of 20) statements having mean scores between 4.0 
and 5.0. This indicated that the general perception of teacher job 
satisfaction was less than acceptable for many teachers. 
The fact that 36 out of 37 Group One teachers had scores below 
4.50, as compared with the mean scores of the other groups of 
teachers, clearly indicated, however, that Group One teachers were 
less satisfied with their jobs than teachers in other groups. 
i 
Research Question 5 
Is there a greater likelihood that elementary teachers who perceive 
low autonomy, desire high autonomy, and have low job satisfaction, 
will be planning to leave the teaching profession than teachers who 
have lower desire for autonomy and greater job satisfaction? 
All teachers who participated in this study responded to two out 
of three questions concerned with their intention to remain in 
teaching and the way the autonomy afforded them in their work affected 
their decision. 
This question involved the relationship between intention to 
remain in teaching and low job satisfaction of Group One teachers. 
The data indicated that Group One teachers were, when compared to the 
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other groups of teachers of varying degrees of autonomy and job 
satisfaction, more likely to believe that they might leave the 
teaching profession. 
O^it of 37 Group One teachers, 16 indicated that they were more 
likely to leave the teaching profession within the next five years 
than to stay. The data also indicated, however, that 21 Group One 
teachers were planning to remain in the teaching profession. When a 
comparison was made between Group One teachers and other groups of 
teachers who had different levels of autonomy, the data indicated that 
, Group One teachers were more likely to leave teaching. Further 
investigation into the degree and nature of dissatisfaction was needed 
to more clearly identify the areas of dissatisfaction relative to 
autonomy and their influence upon teacher defection. The process used 
to gather these data was by interviews with selected dissatisfied 
i 
teachers. 
Follow-up Interviews 
The purpose of the interviews was to probe the attitudes of 
elementary teachers with respect to teacher autonomy, perceived and 
desired, and its relation to job satisfaction. It was also the 
purpose of this study to probe the attitudes of elementary teachers as 
to the degree and nature of dissatisfaction among dissatisfied 
teachers. 
Once the dissatisfied teachers were identified, in-depth 
interviews were conducted with 10 teachers. The purpose of these 
interviews was to further establish the degree of their 
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dissatisfaction and to identify the areas of dissatisfaction that were 
associated with their lack of autonomy. 
An interview guide was developed by reviewing the data gathered 
on the initial questionnaire. Statements that indicated major 
discrepancies between perceived and desired autonomy along with those 
that indicated low job satisfaction were used as prcbing questions for 
the interviews. Supplementary statements were added to further 
explore the areas of dissatisfaction during the interview process. 
The interviews were taped when allowed. Each interview lasted 
approximately 40 minutes. A few, however, were over an hour long due 
to the desire of the respondents to fully discuss their feelings. 
The data collected were categorized and presented with a review 
of the information gathered in each category and quotations by 
teachers that clearly represented their feelings. 
Review of the interview data indicated that the most important 
areas of discontent resulting in possible teacher defection were (1) 
freedom to influence various aspects of teaching that affect student 
learning and, (2) the process and implications of teacher evaluation 
and professional development. These areas involved the autonomy of 
teachers to plan and implement programs for their students that they 
felt would influence student success. In addition, they involved 
perceived defects in the process of teacher evaluation, along with the 
lack of freedom to direct their own professional development. 
Defection fran the teaching profession was considered by many of these 
teachers as the only viable alternative to continued frustration in 
their workplace. 
117 
Conclusions 
The research presented in Chapter II suggests that teachers regard 
autonomy as essential to their work (Levitov & Wangberg, 1983; 
Lester, 1987). The research further suggests that the degree of 
autonomy, perceived and desired, by teachers was related to their job 
satisfaction (Hoy & Miskel, 1982). What was not conclusive were (1) 
the amounts of autonomy teachers desired were actually afforded, (2) 
the effects upon teacher job satisfaction when a discrepancy was found 
between the afforded and desired autonomy and, (3) the effects this 
discrepancy had, when coupled with job dissatisfaction, upon defection 
fran the teaching profession. 
Recent studies indicated that teachers desire increased 
i 
involvement in their allowance to be part of the decision-making 
process in their schools and specifically in their classrooms (Boffey, 
1985, Hawthorne, 1986, & Schneider, 1984). The results of this 
study corroborates prior research by indicating that teachers 
perceived less autonomy in their work than they desired. Although 
teachers conceded that they were afforded seme degree of autonomy in 
their work, this study found major discrepancies between the level of 
perceived and desired autonomy. These discrepancies were found to 
adversely affect teachers' job satisfaction resulting in possible 
defection frem the profession for seme of the more dissatisfied 
teachers. 
Earlier studies of job satisfaction by Hoppock (1935) and Smith 
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(1969) found a relationship between job satisfaction and workers' 
attitudes. Recent studies by Chapman & Hutchinson (1982) and 
Schlechty & Vance (1983) found that teachers can not achieve 
satisfaction frcm *-heir work unless they are allowed "to exercise 
sxills and anilities, and take on agreeable problems and roles" 
(p. 94). This study, while confirming these results, indicates that 
teachers' needs to exercise their skills has become a more important 
issue than previously thought. The data indicate a high degree of 
frustration by some teachers who are not afforded the freedom they 
believe they should have. Teachers realize they possess sound 
organizational and communications skills and want to use these skills 
in their classroom teaching methods and strategies. In addition, 
teachers indicated a desire to have greater input into the 
decision-making process which affects a school's operation. 
t 
The data showed that the principle cause of teacher 
dissatisfaction was lack of teaching freedom. Earlier research found 
that without this freedom, the degree of teacher dissatisfaction would 
continue to rise (Darling-Hammond, 1985). This study found that if 
teachers were not allowed to use their expertise and experience, 
defection frcm the teaching profession could occur. This study also 
found that teachers recognize their well-honed skills. This awareness 
oroduces the possibility that teachers might taxe these sxills and 
seek other employment "which would allow greater use of their 
abilities. 
Rosenholtz (1985) found that workers will remain with an 
organization only as long as the rewards are greater than the 
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contributions they are asked to make. This study found that an 
important regard for teachers is to be part of the decision making 
process which affects learning outcomes for their students. The 
information gathered from elementary teachers in this study indicated 
that such rewards are not always available. The absence of freedom to 
participate in the decision- making process had received earlier 
consideration in studies by Darling-Harimond (1985), Bruno & Doescher, 
(1981), and Lester (1987). The results of that research and the data 
gathered on teacher autonomy in the present study indicate that a 
serious problem may exist. 
That job dissatisfaction is a functional link between perceived 
lack of desired autonomy and teacher defection seems clear. For 
example, a 1981 study by Schlechty & Vance of teachers in North 
Carolina found that 12% of the teachers sampled would certainly not 
enter the teaching profession if given such an opportunity again. 
Another 25% indicated that they probably would not have become 
teachers, for a variety of factors, but mainly fran the lack of 
autonomy afforded them in their work. This study further examined the 
relationship between autonomy and teacher dissatisfaction and found 
that 16 of the teachers surveyed, who indicated a strong desire for 
greater autonomy in their work, might leave the teaching profession if 
their autonomy was not increased. 
Research conducted since 1981 strongly suggests that teacher 
dissatisfaction has emerged as a serious problem. The research also 
indicates dissatisfaction has reached the point where teacher 
defection is more likely. A cause of this dissatisfaction appears to 
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be the lack of input that teachers have in both the educational 
process and in school operations which have an impact on learning 
outcomes for their students. This problem may not be solved by simply 
granting teachers greater input. Teaching has always deferred to the 
needs of the administration, community, or students. One solution may 
be to give teachers more input into curriculum selection, since this 
may be a less controversial area to discuss and does not affect 
employment or evaluation. Immediate and substantial input by teachers 
into evaluation processes, class schedules, staff changes, etc. might 
require a stronger base of communication and trust between supervisors 
and teachers than is common in public schools. 
Recommendations for Further Study 
This study has clearly demonstrated that teachers who perceive 
low autonomy, but desire high autonomy, and have low job satisfaction, 
are more likely to leave the teaching profession than those who do not 
have similar feelings. This study is valuable in terms of informing 
educational policy makers of the importance of autonomy in teachers’ 
work. 
Research should continue to further identify the areas of 
dissatisfaction of teachers. More extensive and intensive 
interviewing of teachers concerning their feelings of discontent about 
autonomy is recommended. This may help to insure that educational 
leaders develop appropriate strategies that would decrease teacher 
defection. 
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The amount of research evidence on teacher autonomy and its 
effects upon teachers' leaving the profession still needs to be 
expanded. For successful strategies to be developed to combat the 
likelihood of teacher defections, it is important that one understand 
the ramifications of specific school practices that are frustrating 
and dispiriting to teachers. Further research should be expanded to 
encompass other grade levels. 
Finally, evaluation studies of intervention programs designed to 
decrease discrepancy between perceived and desired autonomy will 
signal the beginning of an effort to create school environments that 
make full use of the capabilities and energy resident in the teaching 
workforce. 
APPENDICES 
Appendix A 
Initial Questionnaire 
Dear Colleague, 
My name is Michael Muffs and I am presently working on my 
dissertation to complete my Ed. D. degree from the University of MA @ 
Amherst. Your efforts in volunteering to fill out this questionnaire 
will not only help me in fulfilling my degree requirements, but will 
become part of a study that may help other colleagues in their work. 
This study is concerned with elementary teachers' perceptions of 1) 
their freedom or autonomy in performing their jobs, 2) their job 
satisfaction, and 3) their intention to continue teaching. I am using a 
questionnaire to allow you to state your perceptions on these subjects. 
Your responses are very important to this study. Just a reminder that 
all of your responses are strictly confidential between you and me. It 
should take no more than twenty minutes of your time to complete the 
questionnaire. Kindly mail your questionnaire back to me when completed 
in the envelope provided. 
When responding, please select a number frcm 1 to 6 on a 
continuous scale, where a "1" means essentially none and a ”6" means a 
very great amount. There is no neutral or middle point on this scale. 
It is a continuum from essentially none to a very great amount. 
I have asked you to identify yourself on the questionnaire for a 
specific reason. I may contact you to gain further insight as to your 
opinions on sane of the questions. If this occurs, it would strictly be 
at your convenience, never infringe upon your work time, and of course, 
all of your opinions are cxonfitotial. Any reporting of data in my 
dissertation is by NUMBER. Names will ijever be found. 
Again, thank you very much for your participation in this study 
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The first group of statements concerns the degree of freedom or autonomy that, in your 
judgment, you perceive you have in your current position as an elementary teacher. Please give 
some thought to your genuine feelings before responding. 
1 would like you to respond to these statements from two perspectives. First, tell me where 
you perceive your teaching position actually rates on the scale, and then tell me where you 
desire your position to rate on the scale. In other words, how important is that aspect of the job 
for you. Remember, there are no right or wrong answers, only your own feelings. 
Autonomy 
( 1 = essentially none 6 = a very great amount) 
Perceive Desire 
1. I have freedom to determine the content 
of the subjects I teach. 1 2 3 4 5 6 123456 
2. I have freedom to create groups for 
reading instruction in my classroom. 123456 1 23456 
3. I have freedom to create groups for 
math instruction in my classroom. 123456 123456 
4. 1 have freedom to recommend students 
for special help and the recommendations 
will be accepted. 
123456 1 23456 
5. I am included in the decision making process 
when curriculum matters are 
being discussed. 123456 123456 
6. I have freedom to try new methods 
of instruction in teaching reading. 123456 123456 
Perceive Desire 
7. I have freedom to try new methods 
of instruction in teaching math 
learned in workshops or graduate 
study. 123456 123456 
8. 1 have freedom to try new methods 
of instruction in teaching the 
sciences learned in workshops or 
graduate study. 123456 123456 
9. I have freedom to ignore teachers' 
manuals. 123456 123456 
10. I have freedom to determine how 
students will be evaluated in my 
class. 123456 123456 
11. lam involved in deciding 
how my work will be evaluated. 
12. 1 have freedom to add to the 
curriculum as it seems 
appropriate. 
13. My judgment is valued in determining 
the need for special help for students. 
123456 123456 
123456 123456 
123456 123456 
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Perceive Desire 
14. 1 have freedom to develop my own style 
of lesson planning in my classroom. 1 2 3 4 5 6 123456 
15. lam allowed to attend professional 
conferences that 1 feel will be 
beneficial for my students. 1 2 3 4 5 6 123456 
16. It is possible for me to participate 
in the selection of curriculum materials 
in my classroom. 1 2 3 4 5 6 123456 
i 
17. 1 have freedom to add agenda items 
for faculty meetings. 1 2 3 4 5 6 123456 
18. 1 have freedom to select committees 
upon which 1 wish to serve. 1 2 3 4 5 6 123456 
19. 1 have freedom to offer an opinion on 
controversial issues in the school. 1 2 3 4 5 6 123456 
* * 
20. The administration seeks my opinion 
on matters of consequence. 1 2 3 4 5 6 123456 
21.1 have freedom to solve my own 
problems without interference 
from others. 123456 
123456 
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Perceive Desire 
22. 1 have freedom to use creative methods of 
teaching. 12 3 4 5 6 123456 
23. 1 have freedom to make many decisions at 
school that 1 feel 1 am capable of making. 1 2 3 4 5 6 123456 
24. 1 have freedom to make most of the decisions 
concerning my classroom that dictate the pace 
and/or rate of learning. 1 2 3 4 5 6 123456 
25. 1 have freedom to make 
my own classroom rules. 1 2 3 4 5 6 123456 
26. My opinion is valued with regard to matters 
of consequence within the school. 1 2 3 4 5 6 123456 
27. 1 am allowed to attend professional 
conferences that 1 feel will 
enhance my career as a teacher. 1 2 3 4 5 6 123456 
28. My experience and expertise is taken 
into account when asked to serve on a 
committee. 123456 123456 
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Job Satisfaction 
This next group of statements is concerned with the satisfaction you receive from your job as 
an elementary school teacher. There is no desired score with this section because we assume 
that everyone wants to be satisfied with their position. Please respond by telling me where you 
perceive yourself for each statement on the six point scale. 
( 1 = essentially none 6 = a very great amount) 
1. 1 am satisfied with teaching as a career. 123456 
2. I am satisfied with being an elementary teacher. 12 3 4 5 6 
3. I am satisfied with my present assignment. 12 3 4 5 6 
4. I am satisfied with my relationship with my principal. 1 2 3 4 5 6 
5. I am satisfied with my relationships in school with 
my colleagues. 1 2 3 4 5 6 
6. I am satisfied with the way my administration in my school 
handles problems for me. 12 3 4 5 6 
7. I am satisfied with the way my central administration 
handles problems for me. 12 3 4 5 6 
8. I am satisfied the way my association or union 
handles problems for me. 
9. I am satisfied with the status given to 
teaching. 123456 
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10. With all things considered, 1 am 
satisfied with my job. 1 23456 
11. 1 am satisfied with the job 1 do 
as a teacher. 123456 
12. My position offers a reasonable 
possibility for advancement. 123456 
13. lam satisfied with my class size. 123456 
14. lam satisfied with the materials allotted 
for my classes. 123456 
15. lam satisfied with the physical environment. 123456 
16. lam satisfied with the growth 1 have made 
as an elementary teacher. 123456 
17. lam satisfied with my daily schedule of 
specialists and teaching time. 123456 
18. lam satisfied with the time allotted for 
my preparation of lessons. 123456 
19. lam satisfied with the number of duties assigned 
beyond my classroom responsibilities. 123456 
20. With all things considered, I am 
satisfied with the education my school system is 
providing for my students. 123456 
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Intention to Remain in the Teaching Profession 
Thee last statements relate to your feelings concerning your career in teaching. Please 
respond as you have on the 1-6 scale to the questions by selecting the number that best reflects 
your intentions.. Everyone though will respond to Question one. 
( 1 = not a possibility 6 = a strong possibility ) 
1. I intend to be teaching five years from now. 1 2 3 4 5 6 
2. If you circled a 1-3 in the previous question, 
please respond to this question: 
I will remain in teaching if changes are 
made within the next five years which 
increase my freedom to be a teacher. 12 3456 
3. If you circled a 4^6 on question 1, please 
respond to this question: 
I will remain in teaching regardless 
of whether or not there is an increase 
in my freedom. 123456 
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Please answer the following for me: 
In section one (1) on autonomy, are there any items you felt were unclear? 
_yes _no 
If yes, which ones please:_____(jus* ^ 
number(s) 
IF any, any suggestions on how to reword?_ 
In section one (1) on autonomy, are there any items you feel do not belong to this category of 
autonomy? 
_yes _no 
If yes, which ones please: _(just list 
numtier(s) 
In section two (2) on job satisfaction, are there any items you felt were unclear? 
_yes _no 
If yes, which ones please: --(just list 
number(s) 
IF any, any suggestions on how to reword?--- 
In section two (2) on job satisfaction, are there any items you feel do not belong to this category 
of job satisfaction? 
_yes _no 
If yes, which ones please: -----^ust list 
number(s) 
• » 
In the third section, is it clear to you that I am looking for the intentions of people to quit 
relative to the freedom they have in their teaching? 
_yes .no 
Appendix B 
Interview Questionnaire 
In responding to the questionnaire, you indicated that your autonomy 
is rather low in many different aspects of your job. You also 
indicated that you desire a much greater amount of freedom at your job 
and that you are not very happy with your job at this time. What I 
would like to do is talk with you for a while about these areas in 
terms of their overall significance in your remaining a teacher. 
What are your feelings concerning your desire to have more freedom in 
the following? How much do they influence your work and/or remaining a 
career teacher? (Please be specific) 
A. Aspects of teaching: 
Probes: 
- freedom to select content and/or add to curricula 
- freedom to select groups for instruction and plan accordingly 
- freedom to evaluate students 
- freedom to dictate pace/leaming rates 
B. Decision Making 
Probes: 
- curricula for system involvement 
- evaluation of one's work involvement 
opinion on school hased or system-wide issues sought 
- opinions allowed on school based or system-wide issues 
C. Professional Development Opportunities 
Probes: 
- attendance at workshops/conferences applicable to classroom teaching 
- attendance at workshops/conferences applicable to professional and 
oersonal advancement 
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ccnmittee involvement for personal and school based reasons 
D. Job Satisfaction 
Probes: 
Administration: Interference by Central Office: what would you have 
them do for you? 
- Administration: Interference by own school's: what would you have 
them do for you? 
- status of teaching 
- class sizes 
- scheduling 
- preparation time 
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- extra assignments (duties) 
E. Intention to Leave Teaching 
On the questionnaire I asked your intentions to leave or remain in 
teaching. I would like to discuss this a little further. 
Probes: 
- If radical changes were made in the areas we discussed in relation 
to the freedom you desire to do your job, would you remain in teaching 
beyond what you have indicated? Why or why not? 
- If sane changes were made? Which ones? 
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What changes MUST be made for you to remain? Be specific please. 
- Anything else I should know that will add to this concept of 
autonomy and its influence upon your remaining in the teaching 
profession? 
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